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THE PRINCIPAL AS AN EFFECTIVE INSTRUCTIONAL LEADER 
RELATIVE ROLE BEHAVIORS/CHARACTERISTICS/PERCEPTIONS OF THE 
PRINCIPALSHIP NECESSARY FOR EFFECTIVENESS 
AS INSTRUCTIONAL LEADER/SUPERVISOR 
This research study identifies perceptions that must be present 
for a principal to be able to influence instruction. It assumes that 
there is presently a political mandate to improve instruction, that 
there is current research (if implemented) that can improve 
instruction, that if instruction is to be improved it must be done at 
the building level, and that the principal is a key person to bring 
this change. The study gathered data to answer four research questions: 
1. According to the perceptions of principals and their staff what 
personal and professional characteristics/behaviors are present in 
elementary principals who identify themselves as effective 
instructional leaders? 
2. What personal and professional characteristics/behaviors do teachers 
and principals believe should be present in their principals if he/she 
is to positively influence their teaching? 
3. Which aspects of the principal's role are positive perceptions lost 
correlated to his/her ability to positively influence instructional 
practices of teachers? 
4. How do teachers and principals perceive the evaluative rating system 
in their district's evaluation plan affecting the ability of the 
principal to positively affect teachers' instructional practices? 
A series of questionnaires was sent to a thirty-one school sample 
of principals and teachers. The aggregate data was sorted by 
demographic characteristics of the principals and teachers and analyzed 
for significant differences at the .05 and .15 level. 
The results indicate many characteristics/behaviors that appear 
to have little relevance to instruction are perceived to greatly 
influence teachers instructionally. Teachers' perceptions differ more 
as a result of the demographic differences in the principal with which 
a teacher is working than the demographics of the teachers themselves. 
Many of the most descriptive behaviors of principals have little 
instructional influence while teachers and principals see few of the 
instructionally influential characteristics as most descriptive of 
principals. 
Principals and teachers rated curriculum and instructional 
leadership,·and supervision and staff development as the two most 
important and influential roles of the principal, yet an analysis of 
their ratings of the characteristics/behaviors indicates that facility 
management emerged as their real highest priority. They see the overall 
» 
effect of the evaluation rating on teachers' willingness to accept 
instructional suggestions as slightly positive. 
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CHAPTER I 
INTRODUCTION 
The evaluation and supervision of teachers is increasingly 
becoming a higher and higher priority in the various roles and 
responsibilities of principals. As the public and its politicians 
demand educational reform, a greater public focus on the teacher as the 
most important variable in effective schooling is emerging. There are 
political and legal mandates for school districts to eliminate 
substandard teachers, improve marginal teachers and motivate superior 
teachers. At the same time, research has identified instructional 
techniques and characteristics that make a difference in learning 
results. 1 With the average age of school staffs increasing, the ability 
to improve instruction by introducing and disseminating new ideas with 
young staff who may be most familiar with the recent research on 
effective instruction is minimal. In addition, large numbers of 
teachers now receive the highest salary possible in their district due 
to their longevity of service and have little incentive to improve 
their skills through college course work or out-of-district workshops. 
Thus a major method for improving instruction lies at the school level 
and becomes the responsibility of the principal to implement change in 
the instructional practices of his/her staff. In addition, here in 
Illinois, the SB730 educational reform bill of 1985, mandates the 
instructional leader role as the major one for principals and, at the 
same time, "strengthens" the regulations concerning the evaluation of 
teachers even though there is some research that identifies inherent 
1 
conflicts between the evaluative and supervisory process when it is 
2 
done by the same person. 
If principals are to affect instruction in a positive way, they 
must be able to convince their teachers to implement recent research 
2 
findings on effective instruction. The purpose of this study is to 
investigate the major roles of the principal as defined by the state's 
guidelines for the evaluation of principals and identify what 
perceptions related to characteristics/behaviors of these various roles 
affect the ability of a principal to positively affect instruction. In 
addition, the study identifies patterns of perceptions that differ 
according to different demographic characteristics of the teachers, 
principal, or school. Finally, the study examines how the rating aspect 
of the state mandated evaluation system is affecting the principal's 
ability to positively affect instructional practices. 
Rationale and Purpose 
A sizable body of research on what makes for effective 
instruction is emerging. Among the findings are: 
1. The content decision-the opportunity to learn a given content 
area-is the most potent variable in accounting for student 
. . . 3 
achievement in a given area. 
2. Time allocation decisions by teachers are crucial to the 
4 
success of any program. 
3. Pacing of instruction accounts for 80% of the differences in 
basal reading achievement. 5 
4. Grouping decisions affect children's achievement. Middle 
ability children do more poorly in mixed groups. Low ability 
children do better in mixed groups. 6 
5. The structure of an activity including duration, number of 
students, opportunity for responding, feedback, etc. enhances 
certain factors that affect the success of instruction. 7 
3 
6. There is a consistent and strong relationship between time on 
task and achievement in reading and math especially for low 
ability students. 8 
7. Transition time decreases instructional time and lowers 
. 9 
achievement. 
8. The success rate needs to be higher on tasks for young 
10 
students and low ability students to perform well. , 
9. The greater the academic learning time (the time engaged with 
materials and activities related to the outcome measure being 
used during which a student experiences a high success rate), the 
t h d h . 11 grea er t e stu ent ac ievement. 
10. The greater the number of substantial interactions that take 
place, the more likely it is that students will achieve 
academically. 12 
11. Teachers judged to be unclear about communicating their goals 
and giving directions were less effective in promoting academic 
. 13 
achievement. 
12. Questioning techniques are crucial to student achievement. 
Students from lower socioeconomic backgrounds achieve more with 
high levels of lower-order questions. The reverse is true for 
students of higher socioeconomic backgrounds. In addition, 
students' answers are of higher quality if teachers wait longer 
14 between asking a question and requesting a response. 
13. There are powerful effects on performance when teachers 
communicate their goals for performance to those they are 
h . 15 teac ing. 
4 
While much useful research on instruction is becoming available, 
diffusing and using this research on instruction has not been easy. 
Christine Mc Guire in her research on diffusing medical research found 
several factors that encouraged rapid application of research: front 
page news in the press, the public recognizing it as life saving, 
potential beneficiaries putting pressure for application, the 
practioners income depending on the application of the research.16 Yet, 
Tyler found it took thirty years to diffuse educational research 
compared to ten to fifteen years for the diffusion of engineering 
research. Tyler argues that the diffusion of educational practice is 
17 difficult because learning is so complex. 
Yet much is happening that may help decrease the time it takes to 
diffuse and implement educational change. First of all, the federal 
government and nationally recognized foundations have issued many 
reports on the need for school reform which has made the improvement of 
the nation's schools a major political issue for many politicians as 
witnessed by the report on education that came out of the 1988 
governor's conference. Adding to the increased national awareness of 
the need to improve schools is the much publicized Effective Schools 
movement which has been effective is assimilating much current 
5 
educational research and developing a process that helps schools 
identify their strengths and weaknesses, develop appropriate goals and 
improvement strategies, identify the research-based practices that will 
help them improve, and implement monitoring systems that help them 
evaluate their progress. Through many of their proponents locally held 
workshops for school board members and administrators, school systems 
are increasingly including the implementation of this process as one of 
their goals. Still another factor that should aid this process in 
Illinois is Educational Reform bill SB730 mandating that school boards 
specify in their formal job description for principals that his or her 
primary responsiblity is in the improvement of instruction and that a 
majority of the time spent by a principal shall be spent on curriculum 
and staff development through both formal and informal activities, 
establjshing clear goals, accomplishments, practices and policies with 
parents and teachers. In addition, the bill requires school boards to 
ensure that their principals are evaluated on their instructional 
leadership ability and their ability to maintain a positive educational 
d 1 · 1· IS · h h" h . h . . l' 1 an earning c imate. Wit tis new emp asis on t e princ1pa s roe as 
key in school improvement, there is a need to investigate what 
perceptions have to be present for a principal to be persuasive in 
convincing teachers to implement a new idea. Even though the reform 
bill places emphasis on the instructional leadership aspect of the 
principals role, the Illinois Board of Education has issued guidelines 
that require other areas to be included in a district's evaluation 
system of principals. The six areas mandated by the state include: 
curriculum and instructional leadership, personnel evaluation, 
supervision and staff development, management of school facilities, 
school community relations, and professional activities~9 rn addition, 
there is research that indicates that teachers may not view the 
instructional leadership role of the principal with the same priority. 
James Sweeney, in a study of Iowa principals, found that teachers 
wanted principals to spend much more time on student discipline than 
principals or central office personnel thought principals should. At 
the same time, principals and central office personnel felt that 
principals should spend at least thirty percent of their time on 
maintaining and improving instruction while teachers thought this time 
20 
should be no more that twenty percent. 
6 
If Illinois is to fulfill the instructional improvement 
objectives of its reform bill, we need to find out what perceptions of 
behaviors/characteristics are necessary for a principal to be able to 
improve instruction and whether they are directly related to behaviors 
generally associated with instructional leadership or related to other 
aspects of the principal's role tnat must be present for the principal 
to exert instructional leadership. With this data, we will be able to 
better select and develop principals to effectively improve instruction 
and provide the support in other aspects of his/her role that will 
facilitate this process. 
The study is an attempt to examine the major roles of the 
principal as defined by the state's guidelines to districts for 
designing a principal evaluation system and identify if and what 
perceptions related to each of these roles affect the ability of a 
principal to positively affect instruction. In addition, the study 
7 
investigates if the pattern of these perceptions differs according to 
different demographic characteristics of staff, principals, or 
buildings. Finally, the study explores if and how the state mandated 
evaluation system affects the principal's ability to supervise as might 
be predicted from some of the research concerning the inherent 
conflicts between evaluation and supervision. The specific research 
questions this dissertation will address are: 
1. According to their own perceptions, what personal and 
professional characteristics/behaviors are present in elementary 
principals who identify themselves as effective instructional 
leaders? 
2. According to their teaching staffs, what personal/professional 
characteristics/behaviors are present in elementary principals 
who identify themselves as effective instructional leaders? 
3. What personal and professional characteristics/behaviors do 
teachers believe should be present in their principals if he/she 
is to positively influence their teaching? 
4. Which aspects of the principal's role are positive perceptions 
most correlated to his/her ability to positively influence 
instructional practices of teachers? 
5. How do teachers and principals perceive the evaluative rating 
system in their district's evaluation plan affecting the ability 
of the principal to positively affect teachers' instructional 
practices? 
Contents 
The chapters that follow are: 
Review of the Literature on Effective supervision 
Research Design 
Summary of Results 
Conclusions 
8 
With the political mandate for change present, useful research 
results on effective instruction now available, and the importance of 
the role of the principal in achieving the improvement of instruction 
cJearly identified, the effectiveness of the principal in the 
supervisory aspect of his/her role is of vital importance. A study of 
this type has the potential for gathering very important data that has 
political implications in a period of reform and change and may give 
districts some guidelines for the type of principal they need to employ 
where instructional improvement is a high priority and the kind of 
support they need to give that principal in the other aspects of their 
role. In addition, it can also provide important input in helping 
practicing principals and aspiring ones target the skills they need to 
develop and/or improve in order to maximize their effectiveness thus 
providing a basis for their own staff development activities. 
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CHAPTER II 
REVIEW OF THE LITERATURE ON EFFECTIVE SUPERVISION 
The question of how best to supervise the teaching process is one 
that has received a great deal of attention during the last ten years. 
Theories and research about what model/system of supervision should be 
used, who best should do the supervision, and what behaviors are 
characteristic of effective supervisors abound in the literature. This 
chapter briefly discusses these categories of information paying 
particular attention to what the literature says are the perceptions 
that make for effective teacher supervisors and those supervisory 
practices that are most conducive to accomplishing change in teachers' 
instructional practices. 
Models and Systems of Supervision 
As a first step, this section presents the evolution of the 
concept of supervision. Barr indicates a slow progression from public 
officials overseeing the general actions of school officials, to direct 
observation and evaluation of the teaching act itself, to finally a 
professionalization of the role within the school system. This 
professionalization includes a professional administration performing 
the supervisory function in order to implement researched-based 
principles in the classroom. 1As far back as 1642, the Governor and 
Company of Massachusetts Bay showed concern for the affairs of the 
community by indicating that those people chosen as town officers 
should devote some of their time to the parents and the schoolmasters 
as well as their children. Later, in 1709, the Commission of the City 
11 
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of Boston called for a committee of citizens to be responsible for 
scrutinizing the methods of teaching and specified that it be done by 
frequent direct visits to classrooms. In 1864, the concept of 
supervision again included visitation to the school building "in order 
to check the adequacy of the facilities and to make a judgment with 
respect to the competency of the teachers by a school official." Early 
in the 1900's, the idea of supervision as a matter of improving 
teaching practice appeared. In the 1970's and 1980's, the emphasis 
turned to implementing research-based teaching practices in the 
classroom. 
Another issue that sometimes can lead to confusion concerns how 
the role of supervision relates to instructional leadership. Ornstein 
studied the relationships of curriculum, instruction, and supervision 
and cites the unclear relationships in the literature. 2He goes on to 
suggest that it is foolish to get into a debate whether curriculum, 
instruction, or supervision are major systems or subsystems, or which 
one is the major field and which are the minor fields, as they are all 
related fairly equally and interact in various ways. Ronald Doll 
envisions curriculum as a process entailing decisions that supervisors 
must make. The supervisor is viewed as a curriculum worker and leader 
for curriculum change and improvement. Thus being a good supervisor 
regardless of the exact relationship of curriculum, supervision and 
instruction is an important quality in a principal being an effective 
instructional leader. 
Barr also discusses the purposes of supervision and includes a 
spectrum of goals that include monitoring and policing the educational 
13 
system as well as directing and stimulating what is accomplished. His 
list includes making education an instrument of government, developing 
and maintaining the school system, gaining information about the school 
operation, distributing the rewards and punishments, assuring some 
uniformity of practice, imparting superior knowledge to subordinates, 
promoting more general and genial types of relationships with which to 
guide the efforts of teachers and pupils, causing an improvement in 
teaching and learning, achieving coordination of effort, and improving 
3 
the products of learning. 
Over the years, many models of supervision have been proposed and 
implemented. The emphasis of each of these models varies as people have 
viewed the supervisory problem differently. Some have focused on what 
teacher behaviors should be supervised. Others have focused on the 
method of supervision itself as the key to effective supervision. As 
tne focus has developed, methods have become increasingly complex in 
order to meet the various social and psychological needs of the people 
involved as well as the political realities of school organizations. 
A major contribution came with Cogan's model of Clinical 
Supervision which focuses on the teaching act as well as providing a 
4 
step-by-step procedure. It includes eight phases as follows: 
1. Establishing the supervisory relationship 
2. Planning lessons and units with the teacher 
3. Planning the observation strategy 
4. Observing in-class instruction 
5. Analyzing observable data 
6. Planning the conference strategy 
7. Conferencing to analyze data 
8. Resuming the planning 
Krajewski of the University of Northern Iowa suggests a 
5 
conceptual framework for clinical supervision.· He suggests that the 
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definitions of clinical supervision are varied according to experience, 
exposure, and involvement. Morris Cogan defines clinical supervison as 
being focused upon the improvement of the teacher's classroom 
instruction, the clinical domain being the interaction between a 
specific teacher or team of teachers and specific students, both as a 
group and as individuals. It takes its principal data from the events 
cf the classroom. The analysis of this data and the relationship 
between teachers and supervisors form the basis of the program 
procedures and strategies designed to improve the students' learning by 
6 
improving the teacher's classroom behavior. Goldhammer sees clinical 
supervision as more than just a process, but rather as a idea to be 
implemented in a humanistic process and emphasizes the relationship 
7 
between supervisors and teachers. Sergiovanni terms clinical 
supervision as a planned intervention into the world of the artificial 
with its objective to bring about improvements in classroom operation 
and teacher behavior. This intervention is concerned with the 
incompleteness with which most of us view our assumptions, beliefs, 
objectives, and behavior, with the supervisor working to surface 
dilemmas from inconsistencies that exist between teacher-stated intents 
and antecedents, and intents and antecedents inferred from teacher 
8 
behavior and artifacts of that beha~ior. He also sees it as an idea and 
a concept. Shane and Weaver 
15 
note that clinical supervision refers to a form of professional support 
9 
system. Flanders, an expert in instructional analysis, thinks of 
clinical supervision as a system involving at least two persons and one 
that seeks to stimulate some change in teaching by showing a change did 
take place, and comparing the old and new patterns of instruction in 
ways that will give a teacher useful insights into the instructional 
process. This again is a conceptual view rather than a process view of 
10 
clinical supervision. 
While Cogan sees the process as an eight-step cycle, Goldhammer 
1 1 
reduces this to five stages. His process is delineated as follows: 
Stage 1 Preobservation conference 
Stage 2 Observation 
Stage 3 Analysis and strategy 
Stage 4 Supervision conference 
Stage 5 Post-conference anaJysis 
12 
Abrell also sees the process in five steps. 
Step l Establishing an open, trusting, and collegial relationship 
Step 2 Identifying needs, aspirations, talents, and goals of 
other persons and instruction in which the trusteeship is 
to take place 
Step 3 Planning what is to be done, how it is to take place, and 
when it is to occur 
Step 4 Observing the performance by taking the role of the 
performer, the learner, and the supervisor 
Step 5 Analyzing the performance holding conference, and sharing 
appraisal feedback 
16 
Harris sees the need for even more flexibility to clinical 
· 'd 't 1· 't t· lJ h 1 h supervision to avoi is imi a ions. He suggests at ree eye e c ange 
process that allows for a substantial number of logically formulated 
variations. The first loop--teach, observe, analyze, interpret, and 
replan is similar to what is commonly used. His second loop calls for 
the insertion of other events in the sequence as follows: teach, 
observe, secure other related data, analyze, interpret, replan. The 
third loop calls for still another variation on the basic sequence of 
events as follows: teach, observe, secure other related data, analyze, 
interpret, seek special training experience, replan. 
Krajewski's view of the process has five stages with a special 
emphasis on establishing and maintaining rapport. This emphasis 
indicates the evolution of focus that occurs in the most recent 
l L.. 
supervisory theories to evolve. The five stages are: 
Step 1 Pre-observing 
Step 2 Observing 
Step 3 Analyzing 
Step 4 Reporting 
Step 5 Critiquing 
Krajewski sees clinical supervision as a process harnessing or 
restricting the potential. He suggests emphasizing the concepts of 
clinical supervision and notes the following seven as necessary yet not 
sufficient nor mutually exclusive from the others. 
1. Deliberately intervenes into the instructional process. 
2. Creates productive tension for both teacher and supervisor 
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3. Requires supervisor knowledge and training 
4. Is a technology for improving instruction 
5. Is goal-oriented, systematic, yet flexible 
6. Requires mutual trust and rapport nurturance 
7. Fosters role delineation. 
Evolving from this approach is the Nee-traditional Approach to 
15 Instructional Supervision proposed by Tracy and MacNaughton. It is a 
direct outgrowth of the research on teaching in the last decade and a 
half and is defined in the work of Hunter and Minton who have built 
their supervisory processes around this research. Like traditional 
approaches, it agrees that teachers should be evaluated based on the 
process or means of teaching. Unlike the traditional approaches that 
focus on an unweighted range of teacher traits, the Nee-traditional 
Approach focuses on the instructional act. It necessitates a closer 
supervisor-teacher relationship since post conferences are an integral 
component of the process. Feedback is to be provided to the teacher 
after the observation through a structured conferencing process. 
Included in this conference is the presentation of data gathered during 
the observation. A third difference is in the skills necessary to 
effectively carry out the supervisory process. Training is required of 
all those who would supervise teaching. Specific skills such as writing 
of objectives, recording observations, analyzing teaching, and 
conferencing must be developed and monitored. Such specific and 
detailed instruction for the supervisor is designed to maximize 
supervisee input and the teaching aspect of the conference. 
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Tracy also talks about three optional supervisory approaches that 
can serve to address some of these needs for a group of individuals. 
Redfern's Performance Objectives Approach is more individualized and 
sets goals for the teacher. It extends to other classroom activities 
16 . 17 18 
and to other areas of professional growth. Mc Neil and Popham's 
Instructional Objectives Approach emphasizes student achievement as a 
basis for the attainment of the objectives of instruction. Boyan and 
Copeland's Teacher Concern Approach provides the self analytic teacher 
the opportunity to seek the assistance of the supervisor in an area of 
19 
concern. This approach presupposes a collegial relationship between 
supervisor and teacher and may serve as a welcome option for the 
teacher who is performing adequately or above and would like to focus 
on one specific aspect of his or her classroom behavior. This approach 
would serve those who want to move beyond the minimum expectations of 
the school district. Tracy argues that only the base system and the 
Performance or InstructionaJ Objectives Approaches should be used for 
summative evaluation. The Instructional and Performance Objectives 
Approaches can also be used to provide summative evaluation in addition 
to the data obtained through the base Nee-traditional Approach. 
Critics of this nee-traditional method argue that it is something 
which is imposed on teachers and is ultimately used for evaluation thus 
possibly overshadowing the assistance aspect of the process. Glatthorn 
adds that it is also only based on one model of teaching--that of 
direct instruction. He states that it shifts the observer's attention 
away from the students and their interactions and responses and places 
19 
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all emphasis on the teaching act. In addition, it does not deal with a 
variety of teaching-learning behaviors that exist which cannot be 
confined within the narrow direct teaching model. Still another concern 
is that this approach by itself may not address the individual needs of 
all teachers nor be able to lead them toward professional growth. The 
belief in the common properties of teaching may overlook the many 
differences and differing needs of teachers and does not place a major 
emphasis on the relational aspects of supervision. 
Adding to this evolving need to include complexity in a model of 
supervision is one called Differentiated Supervision proposed by 
21 
Glatthorn. It turns the emphasis to the method of supervision and the 
need to provide a variety of methods to meet various situations with 
teachers at different stages of their professional growth. It includes 
four types of supervision. 
The first identified is Cogan's Clinical Supervision which has 
already been discussed. Fesearch indicates this works best for 
inexperienced teachers, experienced teachers who are new to the school, 
experienced teachers having serious problems and competent experienced 
teachers who choose this means of supervision. 
The second type of supervision is Cooperative Professional 
Development which is done by peers or colleagues. The relationship is 
moderately formalized, involves as least two observations and 
conferences, and involves administration as organizers rather than 
evaluators. This option seems to work best for competent and 
experienced teachers and does involve some training in observation, 
20 
analysis, and conferencing. The actual format can run the gamut from 
peers serving as informal observers and consultants, to team teaching, 
to peers serving as inservice directors. While there is a lack of real 
supervision in the traditional sense, research does show that this 
approach can improve the attitude and professional interdependence of 
teachers who receive it. For it to succeed, five factors are 
necessary: 
1. The administrator must have a positive attitude about it. 
2. There must be consultations with the teachers association. 
3. A good school climate should be present. 
4. Resources to support the program must be available. 
5. The program must be monitored. 
Cooperative development allows experienced teachers to work together in 
small groups for mutual growth. It is teacher centered, teacher 
directed, and respects the professionalism of competent teachers. It 
takes administrative support but little administrative time. There are 
five levels. Level one involves cooperative dialogues of teachers 
meeting in small groups to discuss professional issues, share reactions 
to professional books, and exchange ideas about teachers. Level two 
involves cooperative planning with teachers meeting in small groups to 
help each other plan, discussing planning strategies, critiquing each 
other's plans, and offering suggestions about methods and materials. 
Level three involves cooperative observations with teachers observing 
each other's classes, giving each other objective feedback and 
discussing the observations in a nonjudgmental manner. Level four 
involves cooperative production with teachers working in small groups 
to produce instructional materials they will test and use in their 
classrooms. Level five involves cooperative research with teachers 
working together in an action research mode to solve common problems. 
21 
Glatthorn's third category of supervision is Self-Directed 
Development. The individual works independently on a program of 
professional growth and develops and follows a goal-oriented program of 
professional improvement. The individual has access to a variety of 
resources working toward these goals. The results of the self-directed 
program are not used in evaluating teacher performance. Versions of 
this model include emphasis on management by objectives all the way to 
self analysis using videotape. Research on this model raises some 
questions about how well it can meet many supervisory objectives in 
that it indicates that teachers do not seem to be able to make reliable 
and/or valid appraisals of their own teaching. In addition, feedback 
to the teacher by means of videotape is most effective when another 
observer is present doing the viewing. Self-directed development 
options produce opportunities for experienced and competent teachers to 
work independently. The administrator acts as a supportive resource 
and it is similar to McGreal's practical goal setting approach except 
that it is completely divorced from the rating function. Glatthorn 
argues that the processes are closely related but that administrators 
and supervisors should examine the processes separately and 
analytically because each requires different skills, provides different 
kinds of information, and employs different processes. 
The fourth category of supervision is Administrative Monitoring. 
It is planned and systematic, learning centered, and provides feedback 
22 
to the teacher. Because such visits are thought to be ineffective in 
changing behavior and suggest to some an attitude of distrust, the 
practice is usually dismissed by consultants, professors of supervision 
and writers in the field. However, some reviews of the research on 
effective schools conclude that in effective schools, the principal is 
a highly visible leader who frequently monitors the classroom, stays 
well informed about daily life in the school, and demonstrates an 
interest in instruction by spending much time in instructional 
settings---all of which imply the use of administrative monitoring. 
In addition to the concept of using different systems of 
supervision for different situations, Glatthorn differentiates the 
22 . 
concept of supervision itself according to purposes. He bel1eves that 
inherent in supervision is professional development which can be 
divided into the related tasks of staff development, informal 
obervations, rating, and individual development. Staff development is 
defined as all formal and informal programs that are offered to groups 
of teachers in response to organizational needs. Formal staff 
development programs have specific agendas, a set schedule, and a 
structured set of experiences coupled with more effective informal 
activities that provide for the sharing of ideas, discussion of current 
educational issues, and solving of problems informally. Informal 
observations are brief unannounced classroom visits which last from 
5-15 minutes. These should be conducted informally, provide some 
immediate feedback, be systematic, and not be linked to evaluation. 
Rating is defined as the process of making formative and summative 
assessments of teacher performance in order to make administrative 
23 
decisions and is distinguished from evaluation in that rating is tied 
to explicit criteria, whereas evaluation is a judgment about the 
overall quality of performance on any occasion. Rating systems should 
have a process that matches the purpose of the rating system. 
Individual devlopment gives each teacher options in the types of 
developmental processes used to aid professional growth. such a system 
offers intensive, cooperative and self-directed options. Intensive 
development is a process in which a supervisor, an administrator, or an 
expert teacher works closely with an individual teacher in order to 
effect significant improvement in the sequential skills of teaching. 
It is more comprehensive than clinical supervision and is geared to 
significant improvement in teaching performance. It may include 
planning conferences, student assessment conferences, diagnostic 
observations and feedback, focused observation and feedback, videotape 
analysis, coaching, descriptive student feedback, and direct 
observation of a colleague. Differentiated intensive staff development 
is provided mainly to probationary teachers or others who the principal 
feels need intensive help. 
With a focus on the teaching act, and a recognition of the need 
to use different supervisory methods, Reck carries the evolution a step 
further and argues for a model that addresses the actual problems 
23 
affecting educational supervision. He refers to Blumberg who points out 
that models of supervision have only rarely taken into account what is 
really happening in supervision and proposes an existential model of 
24 
supervision. The model uses a metaphor of a molecule of matter 
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comprised of three atoms each representing the three major personnel 
groups of the supervision process-supervisor, teacher, student. It sees 
each of these as dynamic, moving, and self-creating. The interaction 
defines the supervision process and is comprised of dialectic processes 
involving goals and means between the supervisor and the teacher, and 
between the teacher and the student. The model is grounded in the 
existential view of education proposed by Morris and argues that 
25 
existence precedes essence. It argues that humans create themselves and 
thus are ultimately responsible for themselves. Educationally, this 
means that an individual cannot be taught, but can only learn, and that 
learning is inherently personal and subjective unless it is 
subjectively valued and chosen by the individual. The classroom is 
seen as a multiple dialect between its various participants who are 
engaged in the process of self-creation, of discovering and becoming 
aware of their freedom and responsibility. Thus education rather than 
being a separate, distinguishable realm of behavior, is synonymous with 
living. In this model, there are no pre-established goals. Instead, 
tne only goal is the general one of creating self awareness through 
dialectic interaction between supervisor and teacher. The goal of self 
awareness is the sole primary goal. Any secondary goals can only 
emerge after and from the process directed at this awareness. The 
process of developing existential awareness is a circular interaction 
to and from the participants in the educational enterprise. 
The means of supervision are indistinguishable from the goals. 
Supervision is considered to be a process participated in by all 
members of the school community regardless of their educational 
position. The means are made of interpersonal interaction between 
individuals rather than following from one individual to the other. 
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The following processes from which self-awareness can be encouraged are 
emphasized: 
1. Contribution of a full and wide range of individual talents 
2. Participation by all parties in important educational 
decisions 
3. Development of self-direction and self-control 
4. Respect for the inherent human worth and freedom of all 
individuals 
5. Fecognition of individuals as responsible self-choosing human 
beings 
Reck argues for the supervisor and teacher entering an I-
Thou relationship. The supervisor needs to view a teacher as a full 
human who wants to help his students to the utmost and who, if 
approached positively and nonthreateningly, will be accepting and 
appreciative of a supervisor's personal interaction. Differentiations 
between individuals should be minimized if not entirely obliterated 
through an emphasis on participation, equality, honesty, respect, 
freedom and responsibility of choice. He sees supervision as something 
done with people rather than to people. The supervisor's aim is to help 
stimulate self-awareness in teachers as well as in himself by creating 
an atmosphere of trust, respect for human worth, and development of 
self-choice with responsiblity. This model points to teacher growth and 
development as an end in itself with changes in the instructional level 
being assumed as the result of such growth and secondary to it rather 
than having the improvement of instruction as the primary goal. 
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Still another model emphasizing meeting the individual needs of 
teachers is Client-Centered Supervision which is an approach to the 
supervision and evaluation of teachers that is personal, participatory 
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and developmental. The primary goals and objectives of this approach 
are directed toward improved classroom instruction and teacher growth, 
and require that the participants demonstrate honesty, objectivity, and 
sensitivity during the exchange of feedback between them. 
Client-centered supervision finds its roots in the psychology of Carl 
Rogers who states that a type of significant learning takes place when 
four conditions are met: the client perceives himself as faced by a 
serious and meaningful problem; the therapist is a congruent person in 
the relationship and is able to be the person he is; the therapist 
experiences an accurate, empathetic understanding of the client's 
private work and communicates this; and the client to some degree 
27 
experiences the therapist's congruence, acceptance and empathy. 
Finally, Bohnert and Macnaughton present three models of 
-supervision--the Means-Oriented Model, the Ends-Oriented Model, and the 
Person-Oriented Model which seem to provide alternative methods of 
28 
supervision that meet different assumptions of the supervisory process. 
The Ends Oriented Model uses the Instructional Objective or Performance 
Objective Approach. In the Instructional Objective Approach, the 
supervisory purposes are to assess the effectivenss of instructional 
27 
performance and assist teachers in improving instructional performance. 
The supervisor assists the supervisee in setting appropriate lesson 
objectives and selecting means of assessing instructional 
effectiveness. He/she gathers neutral data during classroom 
observations, analyzes it to the degree to which objectives have been 
achieved, and meets with the supervisee to assess lesson effectiveness. 
It assumes that significant learning outcomes are measurable or 
assessable. Individuals are capable of assessing and handling feedback 
on their own performance and that individuals are capable of setting 
their own objectives and deciding on the means of achieving them. It 
also assumes that time is available to carry out the process. In the 
Performance Objective Approach, the assumptions are the same. The 
purpose is to improve organizational performance for students, assess 
professional effectiveness of individual staff, clarify professional 
duties and responsibilities, foster professional growth and job 
satisfaction, and facilitate effective communication within the 
organization. The supervisor assists the supervisee in setting job 
targets from several possible target areas including instruction, 
classroom management, and staff and community relations. He/she also 
assists the supervisee in developing plans for achievir.g selected job 
targets in addition to monitorir.g progress and assessing supervisee 
performance. 
The Means-Oriented Model assumes the presence of specified 
traits, methods, and/or skills synonymous with effective instruction. 
Its purpose is to assess classroom performance and assist teachers in 
becoming more effective in the classroom role. The supervisor observes 
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teachers' classroom performance, assesses performance for the presence 
or absence of traits, procedures, and skills predetermined as essential 
to effective teachers, and develops a teacher profile on the basis of 
observed characteristics. 
In the Person-Oriented Model, it is assumed one cannot directly 
teach another how to teach or otherwise be effective, that which is 
teachable is relatively inconsequential, and that significant learnings 
which influences behavior are self-discovered. The purpose of this 
supervision is to assist the supervisee in determining goals and means 
for achieving them and in assessing personal/instructional 
effectiveness. The supervisor assists the supervisee in stating 
uncertainties, clarifying puzzlements, and otherwise getting closer to 
the meaning the instructional experience has for the supervisee. 
Thus, in surveying the models of supervision, one sees a 
recognition that it is the teaching act rather than some set of vague 
teacher characteristics that must be supervised, that methods used 
should be varied to meet the needs of the people being supervised, and 
that the personal dimension in the use of these methods is crucial and 
needs to be the focus of any model of supervision. 
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Teacher Perceptions of Supervision 
With all the focus on the individual needs of the supervisee and 
the recognition of different stages of growth, one might expect that 
supervision would now be positively, if not enthusiastically, accepted 
by teachers. However, research indicates just the reverse. In general, 
teachers do not view supervision as an effective cognitive or affective 
process. (1{1~) 
Blumberg concludes that teachers see much of what occurs among 
themselves and supervisors as a waste of time, and at best, harmless. 
He goes on to state that teachers characterize relationships between 
teachers as a group and supervisors as a group as that of a cold war, 
and that supervisor-teacher relationships are largely described by lack 
of trust with little or no real respect. 
Kuzsman ~~ and Hart~ surveyed 10,000 teachers in eighty-seven school 
districts from Florida to Newfoundland and found that notwithstanding 
the development of new models of supervision and supposedly higher 
educational qualifications of both supervisors and teachers, the 
results of that survey indicate only a marginal improvement in the 
. . f h d . . 29 0 1 f t f th attituae o teac ers towar supervision. n y our percen o e 
respondents indicated that there was considerable improvement in their 
teaching as a result of supervision. Their comments usually referred 
to the positive reinforcement of a good report and improved self 
confidence and feelings of self-esteem. Other comments referred to the 
value of the supervisor's post-observation discussion of weaknesses. 
Teachers felt that measureable improvement resulted when follow-up 
sessions not only pointed out weaknesses but also suggested ways to 
reduce or overcome the weaknesses. Six percent reported little 
improvement and 89.1 percent reported no improvement. 
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The reasons for these well-documented discouraging results 
include a range of factors including failure to implement the 
supervisory process in an effective way, affective discomforts 
associated with the process, and even the philosophical refusal to 
accept a supervisory process as valid or worthwhile in itself. Kuzsman 
and Harte found that the vast majority of teachers referred to such 
things as the lack of prior planning of pre-observational and 
post-observational conferences, failure of the supervisor to point out 
ways to improve instruction, and the absence of feedback. Some felt 
that supervision occurred so rarely that it was inconsequential to 
improving anything. Positive results from supervision were reported by 
347 respondents and most of these indicated the main reason was 
excellent rapport with the supervisor. Approximately fifty-three 
percent of respondents indicated that they had experienced considerable 
anxiety about being supervised, that they were unsure of the why and 
what of the supervisory sessions, and they were fearful that errors in 
their presentation were being searched out. Kuzsman and Harte recommend 
that improved teaching behavior that teachers perceived as the result 
of supervision would improve teachers perceptions of the supervisory 
model in use. Supervisors must be familiar with the subject as well as 
with the methods and effects of classroom teaching. They must have 
appropriate diagnostic and communication skills. 
((~~~7 
Thompson and Ziemer conducted a survey to determine teachers' 
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· · - JO h f d d attitudes about supervision. T ey oun that teachers surveye are 
strong in their attitudes that supervision should imply assistance, but 
that in their districts, supervision implies evaluation. The majority 
of teachers surveyed identified fellow teachers as their major source 
of assistance, while only twenty percent of the teachers identified the 
principal, assistant principal, or the central office supervisor as a 
source of assistance. Seventy-five percent of the teachers stated that 
their understanding of supervision in their school or district is less 
than clear, vague, or nonexistent. Other conclusions from this survey 
include: the emergence of negotiated contracts adds to the 
ineffectiveness cf supervision; professors and teachers say that 
supervision should focus on assistance, however teachers continue to 
perceive supervision as being used solely for rating; professors see a 
wide gap between what they are teaching regarding supervision and what 
goes on ir schools under the label of "supervision"; teachers believe 
that the assistance component is absent from the teachers' experiences 
with supervision; teachers do not understand the purposes or functions 
of supervision in their schools or districts; teachers are not involved 
with the formulation of standards of performance on which they are 
supervised. 
(rti ~1) 
Kimball Wiles in a study which included 2500 teachers found that 
less than two percent of the teachers perceived their supervisors as 
JJ 
sources of new ideas. • 
McCarthy, Kaufman, and Stafford(i1~2r study on the 
relationship of supervision and evaluation cite that approximately 
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eighty percent of the teachers pointed out that the typical supervisocy 
practice was a single in-class visit once every two or three years 
followed by a global formal rating. They go on to say that teachers 
saw this kind of activity as perfunctory and useless resulting in 
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teachers' expressions of disdain for the system. Resistance was 
primarily psychological in nature since salaries were not tied to 
ratings, and most teachers in the sample ordinarily received good 
ratings. They saw the rating scales as a farce and thought that no 
sensible principal would mark you down on personality items since 
he/she had to live with you for a year. They laughed about these 
ratings among themselves. Few teachers could articulate any effect 
supervisory procedures had on their teaching even when they wished to 
appear loyal to their supervisors. Frequently they expressed discomfort 
at the principal's leadership style and stated that if the principal 
did not have good interpersonal skills, it wasn't going to make much 
differer.ce how much the prir;cipal knew about education. Teachers 
emphasized the subjective aspects of their supervisory experiences. Yet 
in spite of their doubts, McCarthy said that most teachers expressed a 
desire to have more and better supervision, seeing supervision as a 
potentially positive force"Cl~'1(} 
Young and Heichberger in their study about teachers' perceptions 
of an effective school supervision and evaluation program found that 
teachers see the justification for supervision and evaluation programs 
33 but want to be a partner in the process. Eighty-two percent of the 
teachers surveyed felt there is a definite need for supervision and 
evaluation in the schools while seventy percent indicated that the 
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supervisor is often perceived as potentially dangerous. Ninety-one 
percent of the teachers suggested that it is important for the 
supervisor to have some understanding of the teacher's educational 
philosophy and a profile of how the teacher views his own profession. 
Fifty-six percent of the teachers felt that a building principal should 
spend at least thirty-five percent of his time supervising whiJe 
forty-two percent said their respective building principal spent at 
least twenty-five percent of his time supervising. Only two percent of 
the teachers stated that the main role of their prinicipal/supervisor 
is that of an instructional leader. When asked to select the kind of 
relationship teachers would like to have exist between themselves and 
their supervisors, sixty-two percent of the teachers wanted a helping 
relationship, thirty-six percent desired a colleagial relationship and 
only one percent selected an evaluator relationship. When requested to 
list one humanistic quality a supervisor should have, honesty was most 
often mentioned by teachers. They also felt that the most important 
link between a teacher and his supervisor is effective communication. 
Even though many studies cite teachers' commitment to the values 
and purposes of supervision, they also note teachers' lack of 
satisfaction with the way it is done including the number of classroom {tq1Pi) 
visits and the quality of the feedback. Withall and Wood in their 
article about classroom observation and feedback cite the phenomenon of 
resistance to change (which they believe to be the intent of 
supervision) as the real obstacle to teachers' positively perceiving 
3LL ornc,-t'e1·n Ci"-~") 
supervision~ Allport, in explaining people's rejection of others 
prescriptions for improvement or cures suggests that people cannot be 
\ 
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taught who feel that they are at the same time being attacked. The 
resistance encountered from those marked for change seems triggered by 
conveyance of the notion that those advocating change are masters of 
their fate. This denial of autonomy is seen as a threat and an 
invasion of the individual's personal rights. They also cite another 
source of resistance to accepting the supervisor's advice and 
knowledge. This source is the individual's need for self-consistency 
and self-integrity which has been achieved over his life span at great 
physical, emotional and intellectual cost. 
( 1c,1~) Similarly, Cogan, after conducting several studies of teacher 
supervision, concludes that teachers look upon supervision as a threat 
. 35 
undermining their confidence and professional standing. In another 
(1qc/J 
study, Seifert and Beck found that nearly two-thirds of the principals 
in their study believed that instructional improvement is the real 
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purpose of evaluation. Unfortunately, only one fifth of the teachers 
agreed. The majority of teachers saw renewal or cancellation of 
~ I~ 7Z-) 
contracts as the real purpose of evaluation. Newton also reinforces 
this concern. When teachers were asked to describe what supervision 
meant to them, one of the first ideas they advanced is evaluation. The 
supervisor was frequently seen by the teachers as someone who occupied 
a position of authority to inspect and render a judgment on the 
teacher's professional effectiveness. The teacher saw the supervisor 
armed with a rating sheet---usually a list of predetermined questions 
or categories into which his teaching behavior must be fit. The 
teacher was aware that such ratings would become part of a permanent 
record which would at some future date probably influence his promotion 
or security. Given such a function, it is not difficult to understand 
why teachers are often resentful of supervision, and why supervisors, 
sensitive to these teacher feelings, approach their responsibilities 
with ambivalance. 
~Je_ u q ~ j 
Newton talks about two other reasons for teachers' negative 
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attitudes about supervision!7The first is the confusion between 
supervisory judgments based on processes rather than outcomes. There is 
little solid knowledge on what variables produce learning. This is 
compounded by the fact that what little is known is rarely used by 
supervisors. As a consequence, teachers are supervised on the basis of 
what they do rather than the results or effects of what they do--on 
process rather than outcome. Newton predicts that as the concentration 
on purposes and objectives in the educational sphere becomes more 
apparent, this tension between supervision by process and supervision 
by outcome will become more acute. 
(~'S 
Newton's second reason for teachers' negative attitudes concern 
conflict between supervisor and teacher assumptions on ideal teaching 
behavior. Teachers ofter complain that the advice or evaluative 
comments of superiors impose on them some unspoken teacher role or 
ideal to which they neither subscribe nor completely understand. It is 
inevitable that the supervisor will enter the classroom with some 
preconceptions about what the teacher should be doing. There is hope 
that with increased dissemination of educational research and greater 
consensus about what makes for effective instruction, this problem will 
diminish. 
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Role of the Principal 
Although systems of supervision have become more differentiated 
to meet teachers' varied needs and sensitivities, teachers still fail 
to perceive much positive effect from the implementation of any of the 
systems. Since it is the principal who usually is expected to perform 
the supervisory role, a study of the research on the complexity of this 
role may suggest reasons for the discrepancy between expectations and 
what teachers perceive they experience in the supervisory process. 
Renner in her study on the work life of elementary principals 
studied and observed six principals in six suburban districts in the 
Norman, Oklahoma area. She found fourteen similarities in work content 
38 including: 
1. All principals were under the direct supervision of their 
Board of Education's administrative designees who instructed them 
to administer their schools according to the philosophy, goals, 
objectives, policies, and procedures specified by their Boards. 
2. Principals interpreted their districts' philosophies, goals, 
objectives, policies, and procedures to their staffs and 
communities to help assist in their proper implementation. 
3. All principals used their district-wide philosophies, goals, 
objectives, policies, and procedures to guide them in working 
with their staffs and communities in the development of their 
schools' specific goals and objectives as well as the strategies 
for their implementation. 
4. All principals exchanged ideas, experiences and resources with 
their central administrators and other principals. 
s. All principals worked at professional growth. 
6. All principals served as their school's official 
representatives. 
7. All principals managed their schools, materials, human, 
financial, environmental, and temporal resources. 
8. All principals directed the execution of every school 
activity. 
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9. All principals assisted in the recruitment, selection, 
retention, dismissal, transfer, and promotion of certified and 
noncertified personnel under their direction. 
10. All principals provided instructional supervision. 
11. All principals prepared memoranda, correspondence, purchase 
orders, and reports. 
12. All principals were concerned with the promotion of good 
public relations. 
13. All principals furnished assertive authority supporting their 
schools' rules and norms. 
14. All principals performed extraprincipal duties. 
Ten additional work characteristics emerged. 
1. All principals' daily work activities varied, involved 
fragmentation, and were usually brief. 
2. All principals' daily work pace varied. 
3. All principals afforded a high degree of availability and a 
willingness to take charge. 
4. All principals attempted to perform work activities logically. 
5. All principals assigned authority and responsiblity to staff 
members. 
6. All principals exhibited a general familiarity with all 
aspects of their schools' operation. 
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7. All principals received more information than they generated. 
8. All principals experienced frequent job stress. 
9. All principals scheduled work activities in advance. 
10. All principals relied on the services of other individuals, 
groups, and agencies. 
Renner fcund that differences resulted due to each principal's 
leadership style, physical condition, activity preferences; each 
district's needs; each school's needs; each community's expectations; 
each staff's basic personality; and the majority of the deviations were 
in degrees. Three environmental factors had major impacts on the 
determination of the degrees of difference. These consisted of 
district and school needs which were both affected by size and wealth, 
and community expectations which were affected by socio-economic 
status. Other findings included: 
1. Smaller school districts were less formal and bureaucratic. 
2. Smaller school districts were more closely knit and required 
less red tape than the large districts. 
3. Poorer districts were less well staffed and equipped than the 
wealthier districts. 
4. Smaller schools afforded closer staff involvement and better 
communication opportunities than the larger schools. 
s. Poorer schools had less funds so more care was required in 
priortizing the satisfaction of needs than was required of the 
wealthier schools. 
6. Lower socio-economic communities furnished little patron 
involvement and an abundance of disciplinary problems, and well 
educated upper-middle socio-economic communities provided much 
patron participation and a higher interest in educational 
advancement. 
Within these similarities and differences, let us turn to the 
relative degree of emphasis principals actually give to instructional 
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supervision. Jwaideh cites that most educators, including school 
administrators, traditionally have viewed the principal's major 
responsibilites as supervising and evaluating teachers and maintaining 
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the smooth operation of the school. She refers to Yale 
Psycho-Educatonal Clinic Director Seymour Sarason who studied the 
development of schools and found that principals spent most of their 
time on housekeeping chores and meetings with administrative personnel 
. 40 , 
regarding rules and regulations. Gooolad confirmed this in the study of 
260 classrooms in 100 schools when he commented that administrators 
favored teachers who maintained orderly classrooms, kepy accurate 
records, and maintained stable relations with parents and communities. 
He also found that smoothness of operation tended to become an end in 
. 41 itself. 
Bosson laments that the principalship is emerging into a school 
rn h h 1 d h . . . 42 1 . h f. anager rat er tan a ea ers ip position. Neary eig ty- ive percent 
of a principal's time is currently devoted to operating the school 
plant, maintaining adequate discipline, and completing paperwork. 
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aossom argues for a new organizational system in which a school manager 
cares for the mundane tasks currently completed by the principal. 
While much attention is given to the principal as instructional 
leader, the research indicates that instructional leader-principals 
generally do not exist today. The reasons for this lack of emphasis on 
instructional leadership and supervision are complex and include 
personality factors, political factors, and logistical factors. Bossom 
cites that it is safe to deal with the managerial tasks at hand rather 
than trying to improve teaching methodology in that teachers don't get 
mad at you when you are dealing with the plumbing and painting of an 
organization. Principals can only assimilate a certain amount of 
conflict at any one time, and soon evaluations are watered down and 
become "satisfactory", rather than "needs improvement". 
As for personality, Jwaideh points out that studies show that 
principals and other middle managers in the educational system tend to 
be recruited from among teachers who demonstrate the quality of 
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orderliness. ·rn addition, because they are rewarded for maintaining 
the system, administrators are unlikely to challenge it or to reward 
subordinates who do. Sarsoon cites the principal's knowledge that 
introduction of change will encounter frustrating obstacles often 
serves as justification for staying near the lower limits of the scope 
f h · · · 44 l' f f 1 f o is position. Moreover, the principa so ten au ty concept o 
what the system will permit or tolerate leads him/her to a passive 
rather than an active role. 
Another reason for this may be the principal's perceived 
diminished power to really be able to implement change. Myers believes 
that the principal is a functionary and that almost all significant 
decisions concerning his role are made for him and can be modified or 
4~ 
abolished without his knowledge or approval. JWhile principals delude 
themselves into thinking they have power, in reality that power often 
dissolves as soon as they try to use it. He cites various forces 
operating to keep the principal at the functionary level and includes 
societal factors, organizational factors, sociological factors, and 
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psychological factors. Among the societal factors is the idea that the 
principal is constrained because the school is a socializing agent 
under the control of citizens and has a specific function the principal 
cannot change. In addition, schools are decentralized and must satisfy 
the goals of the local school district. Third, principals in general 
are not sufficiently competent in either administrative or 
instructional theory and practice to effect important change or to 
offer significant leadership. Fourth, the large turnover in principals 
and teachers requires schools to maintain a relatively uniform 
educational program. Fifth, most of the principals time is spent in 
performing routine tasks required by superiors and subordinates. 
Sixth, the principal has almost no funds with which to bring about 
change. Seventh, physical facilities are often limited and inflexible. 
Last of all, the curriculum is fairly constant, and the learning 
opportunities have a continuity and sequence that the principal is 
virtually helpless to alter. 
A similar view is expressed by Willower who sees teacher 
unionism, community activism, and demands for accountability having 
46 
circumscribed the once wide discretionary powers of school principals. 
However, they still see themselves as reponsible for just about 
everything that goes on in their buildings. Principals' days are 
typically long and filled with a variety of activities of short 
duration. The work pace is rapid and most communication is 
characterized by brief personal encounters or scheduled meetings. 
Principals give higher priority to emergencies and tasks that can be 
accomplished quickly. They are highly visible in their buildings. 
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Principals spend large amounts of time on management and organizational 
matters. 
Other factors that constrain the principal are the national 
character of the educational system, the great mobility of the 
population, the national character of the labor market, the manpower 
shortage, national colleges, graduate and professional schools, 
national testing programs, federal programs, and for all practical 
purposes, a national textbook program. Myers cites other organizational 
factors such as the growth and power of teacher organizations, as well 
as the rise of central administrators' power that encourages teachers 
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to bypass principals. Since most principals have few significant 
rewards or punishments at their command, they are not usually in a 
position to hire teachers, set their salaries, establish fringe 
benefits, provide bonuses, lessen their work loads, fire them, reduce 
their salaries, increase their work load appreciably, require them to 
work overtime, or discriminate in student placement. Another 
organizational factor is the increasing professionalization of teachers 
through an enlargement of their scientific body of knowledge, 
specialization, autonomy, and an extended training period. This may 
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increase conflicts with administrators and may in fact result in a 
reduction of the principal's authority. The administrator's role 
increasingly may involve mediating between groups and holding the 
organization together sufficiently to enable the profession to improve 
their own effectivenss. Participatory decision making assumes that the 
problem is merely one of improving the quality of administration when, 
in fact, professionalization is designed to eliminate benevolent 
authoritarian administration because of its dependence on the 
discretion of the administrator. Bureaucratization of schools 
contributes to the powerlessness of the principal. Bridges, in his 
study of the elementary school prinicipal's behaviors, saw his/her 
behavior being affected by the length of time he spends in a 
bureaucracy; the longer he spends, the more likely he is to satify the 
role of the office. 
Lack of tin1e is often cited as an important reason for principals 
not to spending time in instructional leadership even if they want to. 
Rallis and Highsmith cite managing obstacles to the instructional 
leadership role such as taking care of parental concerns that may even 
be totally unrelated to their children's education, addressing the 
local Lions and Rotary Clubs, coordinating non-instructional 
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activities, handling crises, or dealing with parents. The remaining 
time is often consumed by paperwork. A principal who accomplishes all 
this managing will have a school in which teachers can feel free to 
teach, experiment, and listen to children. The author believes that 
principals should not wear themselves out trying to do both jobs. 
Another obstacle cited that prevents principals from providing 
instructional leadership is that many teachers don't really want them 
to lead but prefer them to manage. The author goes on to suggest that 
becoming an administrator separates an individual from the teachers 
making them seen not as a source of support or professional guidance, 
but as a monitor or judge. 
Hanny cites other obstacles to being an effective instructional 
leader including time demands that take the principal away from these 
tasks, inadequate educational background to manage the curriculum 
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effectively, and lack of adequate and effective training and inservice 
h 49 dd. . . for teac ers. In a 1t1on, he cites several sources of potential abuse 
that arise from attempts to do things well such as the need to 
ir.appropriately emphasize test scores for accountability, the exclusion 
of worthwhile activities that are perceived as not directly related to 
an objective and thus appear to violate time-on-task considerations, 
locus cf control considerations that relate to teachers feeling that 
ti,ey don't control their decision-making, and problems related to the 
implementation of clinical supervision. 
Other researchers support the idea that lack of time is the major 
reason for the lack of emphasis on instructional leadership. McIntyre 
and Morris talk about the obvious discrepancy between the perception of 
the principals as instructional leader and the research that 
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demonstrates the principal's inability to fulfill this role. In citing 
Wolcott who discovered that only forty percent of a principal's 
51 
interactions during the day are with the professional staff and 
Peterson's contention that principals are now engaged in service to 
teachers including advisement on proceedings and schedules and clerical 
45 
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tasks but seldom on core issues involving change or innovation, Mc 
rntyre and Morris cite the cause of this obvious discrepancy as time. 
Seifert and Beck also found that the majority of principals blame their 
failure to devote more effort to instructional activities on the sheer 
· SJ 1 h . . 1 h. t lack of time. Peterson re ates tat principa s average t ir een 
activities or interactions per hour with most of these activities only 
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one to two minutes in length. In fact, eighty-five percent of the 
activities or interactions are completed in less than nine minutes. 
consequently, principals engage in activities that are short, highly 
varied, change frequently, and must often change gears since many 
activities are initiated by others. 
In addition to the research that indicates that principals in 
general are not spending much time in instructional 
leadership/supervision and the research suggesting various reasons for 
this, there is some literature that suggests that it is not desireable 
for the instructional leadership role to be a major one for principals. 
Reilly quotes studies that indicate that most principals spend very 
little time in instructional leadership and that few elementary 
teachers see instructional leadership as a primary priority of the 
principa1? 5He takes the position that the teacher should be the expert 
on learning and thus the instructional leader of the school. Learning 
theory should be the theory of schooling. Other theories including 
those about educational administration should be subservient and 
embedded in learning theory. He argues that the principal should be 
the school leader, but not the instructional leader. It is not 
reasonable to assume that a principal can be sufficiently knowledgeable 
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about all content areas to be an instructional leader in each. The 
principal is a designer of an environment conducive to learning and a 
program planner, implementor, and evaluator. This role envisions three 
interrelated major elements of functioning premised on the notion that 
the primary goal and role of the principal is to develop and maintain 
an environment which maximizes the opportunities and means for 
festering student learning. These three elements are: program planning 
and development, program implementation and improvement, and evaluating 
program effectiveness. By having the teachers as instructional leaders, 
the principal is placed in the more objective position to evaluate 
teacher effectiveness. •on the other hand, if the principal defines 
himself/herself as instructional leader, he/she assumes more direct 
responsibility for instructional outcomes and must then assume direct 
responsibility in concert with the teacher(s) for effectiveness of the 
program which makes for a very difficult, if not impossible, objective 
evaluation of teacher effectiveness. 
Rallis and Highsmith stress that an effective school requires a 
manager as well as an instructional leader and questions whether it is 
practical to expect most principals to perform two roles that are so 
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different and require such diverse skills. They suggest that the first 
realistic step in school improvement is to recognize that school 
management and instructional leadership are two separate tasks that 
cannot be performed by a single individual. The skills of management 
that are needed to keep order are very different from the skill of 
leadership that often encourage planned chaos. Developmental leadership 
requires vision, a willingness to experiment and change, the capacity 
) 
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to tolerate messiness, the ability to take the long-term view, and a 
willingness to revise systems. Maintenance management, on the other 
hand, requires oversight, the use of proven methods, orderliness, and 
daily attention. They cite two problems: schools need instructional 
leadership, but the principal's time is eaten up by management tasks; 
on the other hand, teachers wish to improve their profession, but they 
want the leadership and control to come from within their own ranks. 
They go on to say that schools are loosely coupled settings that 
require leaders who are able and who feel free to manipulate the 
components of change. 
A significant finding of the Hord and Hall study on what 
principals do to successfully implement curriculum innovations adds to 
this idea. They found that principals typically use other persons to 
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officially assist them in implementation. As a result, they suggest 
that policy makers and principals deliberately consider the 
i~entification, training, placement, and role of the second change 
facilitator as a staff person rather than a line administrator who 
supports, coaches, and monitors the day-to-day responses of teachers. 
These types of interventions are needed to complement the interventions 
made by principals. School improvement efforts can be enhanced by 
giving more attention and resources to developing this important role. 
Yet there is evidence that teachers do verbalize their desire 
that principals spend more time on instructional leadership, that some 
principals can successively emphasize instructional 
leadership/supervision activities and that this emphasis can make a 
significantly positive difference in producing change in the school. 
48 
Tetenbaum, Mulkeen, and Lorraine Hale in their research on the 
dissensus in the perceptions and expectations of principals and 
teachers found that teachers as a group manifested greater dissensus 
than principals between their descriptive perceptions and prescriptive 
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expectations of their principal. Significantly more teachers felt 
prir.cipals should be involved with professional development and few 
ir.dicated they should be involved with office responsibilities. Most 
teachers viewed principals as involved primarily with paperwork, 
meetings, announcements, supervisory duties, observations, and student 
discipline. In contrast, they believed principals should be more 
actively involved in planning, supervising and coordinating curriculum 
development, and in spending more time and effort in staff development. 
Several indicated the belief that principals should teach, both to keep 
them in touch and to provide demonstration models. Many indicated a 
desire for principals to be more visible, more available, more 
involved, and more responsible to teachers' needs. More than one-third 
of the teachers felt that the principal should be supportive of 
teachers. 
Principals as a group reflected greater consensus between their 
descriptive perceptions and prescriptive expectations than teachers. 
However, significantly more principals felt principals should be 
involved with curriculum and professional development. Principals 
perceptions of the descriptive functions of principals were similar to 
those of teachers, particularly in the areas of office 
responsibilities, observations and student discipline. Interestingly, 
twenty-three percent of the principals indicated that they believed the 
prescriptive functions were identical to the descriptive functions 
except that they should have more time to do them. 
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The data indicated that dissensus between principals and teachers 
rested largely in the fact that principals expect to be more involved 
in office responsibilities than do teachers, while teachers expected 
principals to be more involved with faculty than do principals. This 
dissensus can produce role conflict which can lead to tensions and 
dissatisfactions and organizational effects such as low productivity, 
poor quality work, high turnover, and difficult coworker relations. 
oissensus in the expectations of each group for the other within a 
scnool is counterproductive, particularly at a time when teachers and 
administators need to work together harmoniously to effect change and 
improvement. 
As for whether principals can be instructional leaders, an 
irteresting study by Mangieri and Arnn that surveyed principals in 
junior high/middle schools that were honored in 1982-83 through the 
Secondary School Recognition Program of the US Dept. of Education 
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provides some interesting conclusions. ✓The survey asked principals of 
these schools to rank the degree of emphasis which various job 
dimensions were being given by principals in nationally recognized 
schools. The ranking was as follows: 
1 Instructional supervision 
2. Evaluation of teacher performance 
3. Curriculum development 
4. Staffing 
5. Community involvement and support 
6. Troubleshooting and problem solving 
7. Fiscal control 
8. Dealing with student discipline matters 
9. Individualized student development 
10. Organizations and extracurricular activities 
11. Utilization of special staff 
12. Working with central office 
13. Personal handling of student adjustment problems 
14. Safety regulations 
15. Collegial contacts 
16. Racial and ethnic group problems 
17. Working with unions 
Berman and Mc Laughlin also support the idea that the principal 
should emphasize instructional supervision and point out that the 
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prircipal's support is crucial for continuation of innovative projects. 
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They conclude that the principal is the gatekeeper of change. In a 
study entitled "Research on the Improvement Process", the R & D Center 
for Teacher Education at the University of Texas studied nine 
elementary principals involved in implementing a curricular innovation 
in their schools and found that the attitudes and actions of principals 
can and do make a difference in the success of change projects. 
Dwyer, in his in-depth interviews with thirty-two principals from 
the San Francisco Bay area, found that principals believed that their 
behavior as instructional leaders was influenced by their communities, 
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districts, and personal histories. Principals worked under diverse 
conditions and pressures and they pursued solutions to problems that 
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affect instructional and student achievement in many different ways. 
Dwyer found that there is much more complexity to being an effective 
instructional leader than the effective school literature indicates. He 
found that there was no single image or simple fomula for successful 
instructional leadership. Second, the nature of the activities of 
principals depended largely on the principal contexts---the needs of 
their students, the pressures and opportunities posed by the district 
offices and communities, the individuals who comprised their staffs, 
and their own personal beliefs and experience. Third, principals 
improved the capacities of their organizations to deliver instruction 
ir varied and subtle ways. Instructional leadership accrued from the 
perfornance of routine activities that are connected to the principals' 
overarching perspective of their organizational demands of their 
students' needs. These prircipals not only saw themselves as pivotal 
points around which these elements turned, but they believed in their 
abilities to influence each of those parts. They directed their 
energies toward improving the social climate of their schools and the 
quality of the instructional organization. Dwyer proposes a model that 
relates community beliefs and experiences, instructional context, 
school climate, instructional organization and practice, and student 
outcomes to leadership activities. Dwyer cites some clear commonalities 
in the diverse strategies and activities that principals use to shape 
climate and instructional organization. Principals were highly visible 
and available and conveyed the belief that they knew everything that 
went on in the building. Second, their actions appeared to follow a 
routine. Third, there appeared to be some predictability to these 
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activities as they occurred in annual and daily cycles. The predictable 
daily cycles of principal activities served a maintenance and 
development function within the school organization. These were the 
routine and practical acts through which principals assess the working 
status of their organizations and the progress of their school relative 
to long-term goals. They were the acts that allowed principals to alter 
the course of events midstream; to return aberrant student behavior to 
acceptable norms; to suggest changes in teaching style; to develop 
student, teacher, or community support for programs already under way; 
and to develop awareness of changes in the organization that must be 
made in the future. These instructional leaders led their organizations 
with often repeated, gentle nudges that moved the schools in the 
intended direction. These actions required no new programs, no 
innovation, no extensive change on the part of the already overworked, 
out-of-time principal. This strategy of incremental action did require 
that the principals maintain the kind of overarching perspective of 
their schools with each principal's success as an instructional leader 
being hinged to his or her capacity to connect routine activities to a 
well-informed understanding of the school's context and his or her 
vision of what that school could be for students. Dwyer saw that 
principals through their routine activities attempted to bring to life 
their overarching perspectives, while at the same time monitoring their 
systems to keep their perspective relevant. 
Thus the literature on the various roles of the principal run~ 
the gamut from how principals can emphasize instructional leadership 
and supervision, to highlighting the roadblocks that make it difficult 
or 
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or impossible to fulfill the instructional leadership/supervisor role 
effectively, finally to the lack of desirability of the principal being 
the instructional leader. 
characteristics/Qualities Associated With Effective Instructional 
Leadership/Supervision 
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With the methods of supervision evolving to be teacher-centered 
and differentiated to meet the needs of different situations and 
supervisees, yet teachers' perceptions less than positive about the 
effects of supervision and the possibility and even the desirability of 
the principal being able to be an instructional leader/supervisor in 
question, the final question addressed in this review of the literature 
focuses on what characteristics/qualities maximize the opportunity for 
a principal to be an effective supervisor/instructional leader. 
While there may be some question of whether it is desirable for 
the principal to be the instructional leader of the school or the major 
supervisor on the part of educational professionals, there is certainly 
some important indication that the public does not question this. 
Mendez in his article encouraging principals to improve their 
instructional leadership cites the national reports and commissions 
that have set the climate for positive educational changes to take 
place. A Nation at Risk states, "Principals and superintendents must 
play a crucial leadership role in developing school and community 
support for the reforms we propose, and school boards must provide them 
with the professional development and other support required to carry 
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out their leadership role effectively". Another clear sign of the 
priority given to this is the report issued by the National Governors 
Conference NGA Task Force on Leadership and Management. The very fact 
that instructional leadership by the principal was a high priority item 
on the governors action agenda is significant in itself in that 
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politicians by their very nature respond to the concerns of the public. 
Bill Clinton, the governor of Arkansas who chaired the Task Force, 
presented a list of recommendations that includes revising the state 
selection and certification requirements to select the skills and 
knowledge needed by effective principals as well as requiring 
certification of principals be based on results, not on educational 
requirements, and principals' ability to provide educational leadership 
through skills related to problem solving, judgment, organizational 
ability, leadership, sensitivity, stress tolerance, and oral and 
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written communication. The report also encourages school districts to 
identify teachers with leadership potential and persuade them to enter 
programs that prepare administrators as well as providing opportunities 
for present principals to teach. The report also encourages states to 
aevelop assessment centers that can help identify people with 
leadership skills, certifying beginning principals provisionally until 
they successfully demonstrate the necessary on the job skills thus 
making clinical experience in school leadership and management a key 
element of programs that train or certify administrators. In addition, 
the report encourages states to develop alternative certification 
mechanisms so that candidates who have distinguished themselves as 
leaders in the public and private sectors can become eligible to manage 
schools or school districts and goes on to encourage states to review 
the content of educational administration programs to insure that they 
provide appropriate training for school leaders. It suggests that 
states focus resources and energies on a limited number of excellent 
programs that prepare administrators, requiring faculty members in 
educational administration programs to work periodically as 
school administrators to insure that they understand the changing 
nature of the job, and encouraging universities and schools to 
collaborate to improve the training of administrators. Clinton also 
proposes developing a system to evaluate principals effectively and 
accurately, collecting statewide information on the process and the 
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outcomes of schooling, rewarding principals and schools for performance 
and effectiveness, providing career ladders for administrators, and 
publicly recognizing outstanding school leadership. 
With this political priority serving as an important catalyst for 
seeking ways to make the principal function effectively as an 
instructional leader/supervisor, the literature indicates that the key 
to instructional and supervisory effectiveness lies as much in general 
behaviors and characteristics and the way principals integrate them 
ir.to performing their overall role as it does in specific supervisory 
characteristics. Murphy, Hallinger, Weil, and Mitman present a 
conceptual framework for instructional leadership that combines and 
expands upon three of the most significant of these perspectives: type 
of principal activity; functions employed by the principal; and 
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organizational processes used by the principal. The relationship is 
cubal and lists framing school goals and objectives, developing and 
promoting expectations, developing and promoting standards, assessing 
and monitoring student performance, protecting instructional time, 
disseminating knowledge of curriculum and instruction, promoting 
curricular coordination, promoting and supporting instructional 
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improvement, supervising and evaluating of instruction, and creating 
productive work environments as function; behaviors, practices, and 
policies as activities; and communication, conflict resolution, group 
process decision making, change process, and environmental interaction 
as the processes. 
Rallis and •Highsmith see five areas that distinguish effective 
principals and effective leaders. They include creating the vision, 
translating the vision, creating a supportive environment, monitoring, 
and intervening. The qualities can be demonstrated through different 
b h . 65 day-by-day e av1ors. 
Willower sees behaviors related to setting effective school 
cultures conducive to instructional improvement as much more important 
than the traditional one-to-one model of instructional supervision 
wtich he says often fails to provide the kind of motivation, 
reinforcement, and .identification that a strong school culture could 
provide. He emphasizes the idea of organizational cultures as the 
peculiar set of traditions, values, norms, other social structures and 
processes that characterize a particular organization. School 
principals should develop school cultures geared to instructional 
excellence and individual growth based on values that were shared by 
66 faculty, students, and the school community. 
Willower calls for a redefinition of the supervision of teachers 
to fit a perspective in which classroom observation would be only one 
of many roads to instructional improvement. Willower argues that school 
Principals who do this need to secure time for teachers to do the extra 
work to improve instruction, and to build bonds among the faculty 
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within an instructionally oriented context. School principals who want 
to build school cultures geared to school improvement need to work at 
it continuously. They will have to make some deliberate decision about 
the allocation of their time and activities. The principal should be a 
creator and user of the symbols, structures, and processes that promote 
educational excellence and individual growth--a culture builder. 
Kottkamp also sees the principal as cultural leader. He argues 
that cultural leaders remain concerned about the task dimension or the 
technical processes of production and the person dimension of the 
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social relationsips among members. However, they go beyond this and 
give particular attention to the development of a clear sense of 
organizational purpose or mission as well as a vivid set of values, 
rituals, and social norms which serve to incorporate individual workers 
into the productive enterprise. When individuals are incorporated into 
a productive organization with a clear mission, the very success of the 
organization bestows upon them a special identity and enhances their 
perceptions of self-worth. Thus, building a strong organizational 
culture is akin to building a positive and productive self-fulfilling 
prophecy. Once there is a commonly held set of underlying premises or 
cultural core, group members tend to make similar and appropriate 
responses to specific situations without extensive external monitoring. 
To be a cultural leader requires faith that in time, a strong culture 
will serve as a powerful guide to member behavior and provide patience 
to allow cultural modifications to become internalized means of con-
trol. In addition, to be a cultural leader also requires a fundamental 
ability to view an organization holistically, both in the present and 
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future. Before a principal can begin to act as an authentic cultural 
leader, he must develop a vivid and solid vision of the desired 
organizational culture. Second, discrepancies between the existing and 
envisioned school culture need to be uncovered. Mitchell identifies 
three categories of cultural roles a principal may assume. The first 
is the interpretive role in which the principal acts as figure-head and 
sy~bol manager using straightforward verbalization and syrebols such as 
logos, slogans, stories celebrations, and heroes/heroines. The purpose 
of this role is to define, elucidate, and interpret the school mission, 
norms, values, and beliefs as guides for behaviors. The second is the 
representational role where the principal models behavior, providing 
nonverbal, specific examples of desired behavior and orientations for 
the purpose of revealing appropriate and desired behavior. The third 
is the authenticizing role which focuses the attention of all members 
en examples of appropriate behavior exhibited by peers, often through 
ritualistic, honorific, or ceremonial activities, using opportunities 
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to validate publicly the behavior of a few as examples for all. 
Within this generalized and integrated picture, the literature 
and research suggests six basic focuses/considerations in principals 
functioning as effective instructional leaders/supervisors. The first 
consideration is that leadership involves the leader having some change 
orientation. Wessler cites that one common characteristic of an 
effective principal identified in nearly all of the research is that, 
to some degree, all effective principals were innovators. Other 
characteristics he emphasizes are possessing a clear sense of mission 
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and purpose, testing the limits in providing resources, being 
persuasive, committing to high standards, using a participatory style, 
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possessing self confidence, possessing the ability to be in charge. 
Steigelbauer in her study of how principals facilitate change in 
the schools identified three styles: responders who let it happen; 
managers who help it happen; and initiators that make it happen. She 
cites seven behavioral categories that principals in the study all did 
to varying degrees, yet within these were differences in the behaviors 
esed by principals of different styles. Effective principals 
established a framework of expectation for the school, identified areas 
needing improvement, and planned for and initiated actions to 
accomplish goals in terms of identified needs as part of their vision 
and goal setting function. Effective principals clearly structured the 
school as a workplace by clearly establishing instructicnal priorities, 
standards, and expectations for their teachers, their school, and 
themselves. Effective principals learned about the innovaticn 
themselves in order to be directly involved in anticipating needs, 
troubleshooting problems, working with teachers in the classroom, and 
monitoring progress to manage change. Effective principals collaborated 
and delegated by seeking ideas and reactions to a change effort from 
teachers, determining which tasks and responsibilities to delegate to 
whom, and how they would be accomplished, and then closely monitoring 
task completion. Effective principals based their decisions on high 
expectations of what was best for the school as a whole, particularly 
for learning outcomes and longer-term goals in their decision making. 
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Effective principals anticipated the needs of teachers for support and 
information, collevted information from different sources in monitoring 
a change effort, and planned intervention directed to both individuals 
and the whole staff as part of their guiding and supporting function. 
Finally, effective principals had specific knowledge of what was going 
on in the school, including classrooms, through direct contact with 
individual teachers and students as part of structuring their 
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leadership role. 
Gallagher studied why a school that had been set up as a model 
school was not working as predicted despite the presence of teachers 
evaluated as superior, students rated as above average or higher in 
cognitive ability and generous resource allocations. She found that 
the principal was perceived as a balanced manager and one who attempted 
to balance the instructional needs of the students while maintaining 
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the morale of the teachers. 3he found that this style promoted change 
through incrementalism not by goal-oriented direction or by 
experimentation and was a style inappropriate to the principal being 
perceived high enough on task production to be perceived as an 
instructional leader. She goes on to say that such a leader stays 
within the bounds of what everyone else is doing as the criterion for 
appropriateness. Although the teachers did not react to this type of 
leadership with hostility or disgust, or by leaving, they either came 
to think or act as the principal did. Creativity and innovation was 
often sacrificed for maintaining the status quo in the organization, 
and the most dominant reaction was that teachers found their efforts 
unrewarded, unappreciated and even sidetracked. While the principal 
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had spent much time in planning and organizing of the school program, 
the teachers were pot aware of the long hours spent after school and at 
home, were never given any formal indication of the principal's own 
goals, and did not recognize activities related to his planning. 
Research findings indicate that innovative administrators tend to 
have more contacts and information sources outside their local area, 
and are likely to have moved more cften and to have attended more 
out-of-state meetings than noninnovative administrators: 2 They tend to 
have had more education, more experience as administrators, and high 
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levels of interaction and involvement with other administrators. 
Griffiths indicates that change is more likely to occur if the 
successor to the chief administrator is from outside the organization. 
Griffith also notes that there is a negative relationship between the 
chief adminstrator's tenure and the number of innovative programs 
7:.. 
irtrcduced. 
Hord and Hall's study on what principals do to implement 
ci.:rriculi.:m innovations documents the variety of methods and styles that 
can be effective such as the responder who lets it happen, the manager 
who helps it happen, and the initiator who makes it happen, and how 
principals monitor change efforts by asking probing questions, 
conferring with teachers, visiting classrooms, collecting data, and 
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analyzing it. Frequent one-on-one casual interviews with teachers in 
the hallways were the basis for subsequent consultation and coaching 
activities with teachers. In these activities, the principals promoted 
and encouraged the use of new curriculum; they reinforced and gave 
positive support to teachers for their successes; they solved problems 
with teachers; and1they shared information by memos, newsletters, 
personal communications and by other means. 
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A second focus/consideration is that the leader fulfills his/her 
responsibilities in a way that displays sensitivity to teachers' 
feelings and ego needs and that these perceptions become critical to 
the leader's success. Davis, in his theory of change, suggests that 
76 
~upervisors use indirect means of encouraging change ir. teachers. He 
proposes the following set of assumptions that include that teachers 
are professional people capable of formulating goals and setting 
directions for themselves designed to improve their performance, 
teachers will behave as professional people when dealt with as such, 
teachers are more apt to change when they see their teaching 
performance as it really is and not as it is perceived to be, 
especially by others. Examining one's own teaching performance and the 
teaching performance of others, interacting with one's colleagues, and 
being involved in professional decision-making matters are situations 
laden with potential for evokir.g the need and desire to change as well 
as providing the impetus for doing so. The fifth assumption is that 
threatless situations, in which the need and desire evolve, are more 
likely to lead professional people to change than are threatening 
situations designed to accomplish the same. The most effective 
supervisor-teacher relationship is one that operates in a professional, 
collegial manner. In addition, certain patterns of communication 
between supervisors and teachers may be more effective in bringing 
about change than other patterns. He suggests the following indirect 
means of encouraging change. First of all, supervisors should invite 
teachers into thei7 classrooms to observe their teaching performance 
using some particular strategy, technique or behavior that will make 
teachers feel welcome to observe at any time. By opening one's 
classroom doors to teachers, supervisors convey the message that they 
are willing to place themselves in as vulnerable a position as their 
teachers may feel when they are observed. Observations may also serve 
as springboards for discussion that provide a forum to exchange ideas 
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and possibly influence the other. It is the teacher who decides what, 
if anything, he or she will do differently as a result of the 
observation and discussion. Another means of fostering change is to 
encourage intervisitation among teachers. A third way of indirectly 
encouraging change is to inform teachers about systems of analysis 
which they can use to obtain an objective picture of those aspects of 
their teaching performance in which they have expressed interest. An 
example would be the Aschner-Gallagher system which examines the types 
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of questions being asked. A fourth means of indirectly encouraging 
change in teaching behavior is for supervisors to employ a clinical 
supervisory approach in their work with teachers including 
pre-observation conferences, data gathering, and a post-observation 
conferences. A fifth way is for supervisors to analyze the interaction 
that takes place when they confer with their teachers, and then to 
select and employ those verbal patterns that lead teachers to examine 
their own performance, consider alternatives, and set direction for 
their own improvement thus avoiding patterns which result in teachers 
becoming defensive and expressing resistance to change. A sixth way is 
to involve teachers in decision-making about professional matters, 
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especially those m~tters that directly bear upon their work, leading to 
greater commitment toward the success of the decision and more effort 
being put forth to ensure its success. Still another means of 
facilitating change is for supervisors to analyze and make mental notes 
of the dynamics of the groups that come into existence when teachers 
meet to work together, and to devise and implement strategies to help 
each teacher become a productive participant. Supervisors need to be 
process-oriented to those processes that accomplish the following: help 
establish trust and mutual respect; facilitate communication; encourage 
participation of all group members; arbitrate when necessary; seek 
and/or provide information, ideas, and opinions; a.nd define positions. 
Jwaideh suggests the following to help principals facilitate 
change: require teachers to work together to establish clear goals for 
the school and its subunits; gather information about relationships 
within the school through the diagnostic use of discussion, 
questionnaires or instruments specifically designed to assess the 
school's climate; use survey feedback methods periodically to obtain 
data from organizational members about their feelings, perceptions, and 
attitudes toward their teaching, their students and school 
organizations and policies; encourage the sharing of information among 
teachers; monitor the quality of communication with staff meniliers; take 
an active role in managing motivational processes in the school; 
encourage teachers to experiment and try out new approaches and 
techniques; arrange for teachers to visit other schools where 
innovative programs or practices have been effectively implemented; 
help ease time pressure on teachers that interfere with the adoption or 
I 
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implementation of innovative practices; encourage teachers to attend 
professional meetings sponsored by national regional and state 
organizations; facilitate staff communication about new practices; 
locate or develop effective inservice programs to provide teachers with 
skills needed to improve their teaching; participate in training 
activities whenever possible to demonstrate interest and support; 
arrange for teachers' participation in decision making including policy 
making; arrange for teachers to collaborate in group problem solving; 
consicer the formation of interdependent teams with interlocking 
responsibilities to perform certain tasks; share resources with other 
schools on a regional basis; develop linkages with the environment; 
involve the community in important educational decisions; involve 
teachers to the maximum extent possible in planning its implementation 
if a change has been mandated by federal, state, or district 
authorities; provide the necessary materials and other resources that 
are required for innovative teaching; make necessary changes in 
organizational arrangements if existing ones are incompatible with the 
innovation--student grouping, space, time organization, grading 
practices; keep parents and the community fully informed about the 
purposes, nature, and consequence of innovation that have been adopted; 
hold regular meetings with teachers who are involved in the innovation; 
help teachers realize that the project is theirs; involve them in 
evaluating the innovation; provide teachers with feedback concerning 
the effects of the innovation; encourage participation to express their 
doubts and negative feelings; and kill a project when it has outlived 
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78 its usefulness. She notes that Japanese managers, in contrast to 
.Alllerican administrators, expect change and initative to come from those 
closest to the problem, rather than from top down executives, and 
emphasizes setting up processes of shared decision making. 
Withall and Wood argue that one should expect resistance from 
anyone who perceives attempts to change him/her as a threat to his/her 
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autonomy. If the purpose of supervision is to facilitate change and 
help improve professional performance, resistance, anxiety, and fear 
are mitigated and sometimes eliminated. Negative attitudes can be 
dissipated by creating a supportive environment where those to be 
supervised take control of the who, what, why, and when of their own 
supervision and are observed by professional peers. Finally, the use of 
direct experience as a means of altering professional behaviors has 
been given considerable attention in the literature. 
80 
Poberds-Baxter emphasizes the need to know staff personalities. 
She refers to Carl Jung's proposed theory of personality based on the 
premise that apparently random variation in human behavior is actually 
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quite orderly and consistent due to differences in mental functions. 
Jung identifies two ways that people choose to become aware of things 
and events (perceiving)--through sense or through intuition. He also 
proposes that there are two methods for people coming to conclusions 
about what has been perceived (judging)--through applying logical 
analysis, or through applying personal values. Third, Jung believes 
that there are two orientations to the environment--living in a way 
that directly correlates with objective conditions and interposing a 
subjective view between the perception of the objection and one's 
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actions. He further proposes that people are born with a tendency 
toward preferring one mode of perceiving, one method of judging, and 
one attitude toward the environment over the others. Roberds-Baxter 
argues that an administrator has the choice of demanding conformity to 
his or her own perspectives or using this information about differences 
in personality types to celebrate the differences in teachers and use 
it as an opportunity for enhanced team rapport, increased staff 
motivation, and synergistic problem solving. The preference for a 
sensing, intuitive thinking or feeling function, an extroverted or 
introverted attitude, and a judging or perceptive style of life is as 
deeply rooted as the preference for right or left handedness. The 
result of trying to force an individual to alter type is as traumatic 
as compelling him/her to change handedness. Thus a sensible and 
productive approach to leadership is to recognize the basic differences 
among people and to assign tasks and committee service that allows 
teachers to use their natural skills in areas most interesting to them, 
and then apppreciate them with praise which will be internally 
integrated and valued. 
Withal and Wood cite the positive aspects of peer clinical 
supervision and open the possibility of adapting the following positive 
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qualities to other models of supervision: 
1. When learners are given opportunities to participate in 
goal-setting, a choice of procedures, and individualization in 
the teaching-learning process, they evidence greater commitment 
to the aims and greater responsibility for outcomes whether good 
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or bad. In peer observation, this is implemented with predicted 
results. 
2. Individuals appear to want to be originators, not pawns of 
others, in their behaviors and decisions. In peer observation, 
through group effort and discussion prior to supervision, this 
value is projected by joint decision-making on goals, procedures, 
and assessment processes. 
3. Since standards and methods for collecting observational data 
are equally the responsibility of observee and observer, each 
will readily submit to them. Furthermore, data are the data of 
both observer and observee and peer clinical supervision thus 
reduces or eliminates the sense of threat and burden of 
insecurity. 
4. In any learning/supervisory situation, the group member is the 
only agent for his or her own improvement with the help of 
observer peers ¼ho, incidentally, are in the same boat. This is 
paramount in peer clinical observation. 
Blase in arguing for behaviors that reduce teacher stress found 
that school principals engaged in negative behaviors related directly 
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to task completion and to the social-emotional needs of individuals. 
Both types of behavior contributed to stress in teachers. Task-focused 
behaviors by principals contributing to teacher stress were lack of 
knowledge, ambiguous expectations, unreasonable expectations, lack of 
consistency, poor evaluation, indecisiveness, lack of follow-through, 
and failure to provide resources. Relationship-focused principal 
behaviors contributing to stress were lack of support (backing, 
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recognition), lack of opportunities for input, favoritism, and 
harassment. Blase also found that teachers by themselves were only 
moderately effective in coping with stress related to principal 
behavior, and that many coping strategies appeared to actually 
contribute to the development of additional stresses for other 
individuals in the school. In addition, a substantial portion of the 
strategies used by teachers as individuals were adaptive, indicating 
that while these behaviors were somewhat effective in the short term in 
reducing stress, the source of stress, i.e., principal behaviors or 
organizational factors influencing principal behaviors, was not 
directly affected and negative principal behaviors continued to 
undermine teacher effectivness and caused, over the long term, 
significant depletion of teacher work motivation and involvement. The 
study recommends that organizational change agents bring teachers and 
prircipals together in collaborative problem-solving efforts to deal 
with stress and with problem-solving designs aimed at developing in 
principals and teachers greater understanding of their mutual 
interdependence and thus the need for mutual support in developing 
interventions to combat stress. 
Bishop goes even further and takes an extreme nonsupervisory 
position by maintaining that principals and other educational 
administrators should spend their time and energy in managing the human 
resources of the organization rather than concerning themselves with 
supervision of daily classroom activity. He believes that supervision 
is no longer a viable role for principals and suggests that since peer 
interaction is highly valued, why not leave evaluation for the 
improvement of instruction in the hands of the teacher and give 
principals more time to devote their attention to managing the 
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educational system and introducing needed changes. 
Groth cites the following characteristics of effective 
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supervising principals: they combine efforts of teachers and 
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supervisory personnel; they offer and accept new ideas; they work 
toward the optimum utilization of all instructional materials; they 
respect staff opinions and suggestions; they recognize that support and 
loyalty form a two-way street; they have a sincere concern for staff 
members as professional individuals; they praise and encourage good 
attitudes and procedures for specific accomplishment; they use 
effective measures of evaluation; they support the staff in relations 
with the community; they accept the teacher as an equal charged with 
specific responsibilities; they enlist the cooperative efforts of the 
entire staff ir. the study of the educational problems of the school; 
they provide opportunities from which teachers can develop potential 
leadership; they accept deviations from the established order of doing 
things; they conduct a continuous search for better and more effective 
ways of performing their duties; they enlist the services of the 
specialist-consultant at the local, the intermediate, and the state 
levels; they believe always that no best way has been found; they don't 
assume the role of a supervisor; they don't assume that the curriculum 
and the methods of implementing and teaching is fixed; they don't 
consider experimentation by teachers to be insubordination; they don't 
make an official supervisory visit without making an apppointment ahead 
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of time; they aren't afraid to make an informal unscheduled visitation 
as needed; they don't look upon themselves as a threat 
rather than a helper: they aren't afraid to call on neighboring 
principals, teachers, and specialist-consultants for additional help. 
In addition to displaying sensitivity to teachers' feelings and 
ego needs, a third focus/consideration is that effective 
principals/supervisors communicate positive personal qualities about 
themselves that affect the way teachers react to their communication. 
Rallis and Highsmith argue that the distinguishing characteristics of 
effective instructional leaders are apt to be a set of attitudes and 
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leader must be visionary; he or she must be able to see and communicate 
possiblities and tranform them into beliefs that can be shared by 
everyone in the school; the leader operates by inspiring risk-taking 
though a recognition of his or her own successes and failures. This 
type of leader knows that no one right way to teach exists, and he or 
she can accept a variety cf approaches and supports continual 
experimentation. The developmental leader also communicates the need to 
move ahead to get somewhere. Finally an instructional leader provides a 
focus for the solution of problems and demonstrates problem defining 
behavior more than problem-solving behavior. Rallis and Highsmith argue 
that training leaders who communicate meanings, set goals, and locate 
problems that must be solved is not a simple task. These individuals 
must have deep pools of accumulated knowledge, mediated by practical 
experience and sensitivity to human needs and cannot be effective 
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unless someone else is working full-time to manage the school. The 
leader can empower, the manager must enable. Rallis and Highsmith 
continue to argue that principals may not really be in a position to be 
effective instructional leaders and should be managers. 
Hoy and Kupersmith cite the qualities of principal authenticity 
and faculty trust as key elements in organizational behavior. 
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Authenticity is defined as having three basic concepts--accountability, 
non-manipulation of subordinates, and the ability to break through the 
barriers of role stereotyping and behave in congruence with personal 
and situational needs. Trust is defined as a generalized expectancy 
held by the work group that the word, promise, and written or oral 
statement of another individual, group, or organization can be relied 
upon. In their study, they found that trust in the principal, trust in 
colleagues, and trust in organization were all moderately correlated 
with each other. The prircipal appeared to be instrumental in 
developing an atmosphere of trust. Principals who displayed a 
willingness to admit their own mistakes, who did not manipulate 
teachers, and who behaved like real people rather than sterile 
bureaucrats seemed to generate trust. Such openness and candor 
apparently promoted trust and confidence in the principal's leadership. 
In addition, the authenticity of the principal also seemed to create a 
broader sense of trust in the school organization among faculty. 
Although the perceived authenticity of the principal was significantly 
related to trust in colleagues, the relationship was not as strong as 
anticipated. Authentic principal behavior may have fostered a climate 
of trust between principals and teachers but did not spill over into 
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trusting relationsips among teachers. Hoy and Kupersmith conclude that 
as principals let themselves be treated as human beings and as teachers 
are freed from the fear of authority, teachers will begin to base their 
behavior on intimacy and trust rather than power and distrust. Barnes, 
in his work on trust, cites that the early development dilemma of trust 
and mistrust often returns in later years when individuals are 
confronted with new people and new adversities, especially when the 
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situations are difficult and tense. He argues that much of our initial 
behavior in new or stressful situations is an attempt to search for, 
test, and initiate a tentative sense of trust or mistrust. When other 
people see this initial behavior as both predictable and caring, they 
develop an expectation of future hope which accompanies trust which in 
turn invites similar responses from others. Principals need to be 
authentic in their behavior but also provide both structure and 
consideration to teachers, two additional aspects of leadership that 
have been found to be related to trust in teacher-teacher and 
teacher-principal relationships. Hoy emphasizes that to lead, 
principals must command informal authority as well as formal authority. 
Principals who demonstrate authentic behavior will command the trust 
and confidence of their teachers and are more able to 
establish effective informal authority that comes from common values 
and norms of support that develop in the teacher groups. To lead, the 
principal must have informal authority and a key to the development of 
such influence is the principal's ability to generate faculty trust, a 
condition related to open, authentic principal behavior. Driscoll in 
his study of the determinants of satisfaction in organizations showed 
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that trust in the work environment was more important in generating 
satisfaction than either the level of participation in decision making 
or an individual's inherent trust. Hoy also cites that change is also 
facilitated by an atmosphere of trust. Attempts to innovate create new 
and uncertain situations which often produce old anxieties. An 
atmosphere of trust in schools can soften the situation and produce a 
climate conducive to change with open and authentic behaviors fostering 
trust. This in turn is likely to reduce resistance to change. 
Scwartz, in her model of client-centered supervision, suggests 
that a supervisor be a person recognized for integrity and sensitivity, 
and be familiar with humanistic literature and psychology and identify 
with its values. In addition, the supervisor should have broad 
experience in teaching and supervision, and be able to demonstrate or 
mcdel alternative styles, strategies and methodologies of teaching in 
t~e classroom, if required, at times convenient to the teacher and the 
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class. 
Pesearch also shows that a principal's sensitivity is positively 
related to the staff's tendency to innovate. Schmuch and Lippitt found 
that principals with innovative staffs were more in tune with their 
teachers' feelings and values about education and better informed about 
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their informal relationships. 
In addition to communicating positive personal qualities, a 
fourth focus/consideration is that principals be sensitive to the 
different types of power and influence, and work to gain and use 
power/influence in a general way. Herlihy and Dennis recommend that 
91 principals have power with and not power over their teachers. They 
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cite many unproductive behaviors that develop when teachers feel angry, 
resentful, unworthy, impotent, embarrassed, competitive, etc. which are 
often the result when principals impose their power and authority. 
They also cite Frenz and Ravens interpersonal summation of five types 
of power: legitimate power, reward power, coercive power, expert power, 
referent power. While principals employ each of these types of power 
at various times according to the task at hand, principals who rely on 
a combination of expert (based on knowledge and experience) and 
referent power (feeling of closeness or identification which is similar 
to charisma), and who minimize reliance on legitimate and coercive 
power are more effective leaders. Teachers also have all five types of 
powers and principals cannot impose what they do not solely possess. 
Teachers quite rightly will view such impositions as attempts to usurp 
their own powers, and power struggles will inevitably result which can 
be avoided when power is shared. Herlihy and Dennis go on to emphasize 
that principals can maximize their expert power by modeling expertise 
and need to be prepared to assist those teachers whose classroom 
performance needs improvement. Principals also need to model those 
attributes they want teachers to demonstrate such as promptness, 
fairness, the ability to communicate clearly orally and in writing, 
open-mindedness and a willingness to listen, and enthusiasm for one's 
work. Principals need to attend to the personal and social aspects of 
principal/teacher relationships which include not only power or 
influence but also inclusion--a sense of belonging, and intimacy-- a 
feeling of closeness to others--in order to maximize referent power 
which is personality based. There are numerous ways in which the 
principal can empower teachers in retaining the leadership role. 
High and Achilles in their analysis of influence-training 
behaviors of principals in schools of varying levels of instructional 
effectiveness studied seven bases of influence-gaining behaviors and 
analyzed the principal as referent, expert, rewarder, coercer, 
92 
legitimate authority, involver, and norm sette~. Conclusions were 
based on four data sources that included teacher questionnaire, 
77 
principal questionnaire, implementation questionnaire, and 
observation/interviews. The respondent groups reported how they 
perceived that the principals gained influence with their teachers. The 
study found that there are perceived differences between the 
influence-gaining behaviors cf principals in high-achieving schools and 
principals in other schools. Principals included in this study were 
rerceived to gain influence in the following ways: 
1. Pri~cipals in high-achieving schools were perceived to exhibit 
three behaviors--expert, norm setter, and legimate authority---to 
the highest degree, and the behaviors of coercer and enabler 
least. Principals in the other schools were perceived to exhibit 
the behaviors of norm setter and legimate authority most, while 
coercer and enabler behaviors were employed least. There was 
considerable agreement between the way teachers in high-achieving 
schools and teachers in other schools ranked their principals' 
use of the seven influence-gaining behaviors. 
2. Principals in high-achieving schools rated themselves highest 
in referent and legimate authority behaviors and rated themselves 
lowest in involver and coercer behaviors. Rankings of the two 
groups were similar, but not significantly correlated. 
78 
3. Principals in high-achieving schools were rated highest in 
expert and referent behaviors, and rated lowest on involver, 
coercer, and norm setter behaviors. Principals in other schools 
were rated highest on expert and legitimate authority behaviors, 
and lowest on norm setter and involver. Agreement of the groups 
on the ratings was higher and significant. 
4. Principals in high-achieving schools were ranked highest in 
norm setting, expert and legimate authority and lowest in 
coercer. Principals in other schools were ranked highest in 
legimate authority, coercer and involver and lowest in norm 
setting. There was little agreement in the rankings of principal 
behaviors in high-achieving and in other schools. 
High and Achilles go on to state the following conclusions: 
1. Principals of both groups of schools are quite aware of their 
leadership/influence-gaining behaviors and were able to describe 
and classify these behaviors. This is evidenced by the general 
agreement between their perceptions and those of their teachers. 
2. Principals of high-achieving schools provide more extensive 
leadership because they exhibit six of the seven behaviors to a 
significantly higher degree than did the principals of the other 
schools. 
3. Principals should develop expertise in school-related matters 
which teachers value thus helping the principal use expert power. 
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4. Principals with more "expertness" exchange this expertness to 
influence teachers to improve instructional efforts. This seems 
to result in increased pupil achievement 
5. Norm setting is an important source of influence with teachers 
for principals. 
6. Though cause and effect relationships are not contended, 
increased principal leadership seems to contribute to 
higher-achieving schools. 
7. Contrary to some current thought, principals do have 
considerable potential to provide leadership for school 
improvement. 
8. In an organizational sense, principals underutilize their 
legitimate authority with teachers. 
9. Teachers can describe and classify influence-gaining behaviors 
cf their prir.cipals. 
Ju.Principals in high-achieving schools seem to be busier; they 
display more energy and do more of the important 
influence-gaining behaviors. 
Still, a fifth focus/consideration is that principals develop 
effective communication skills with this set of skills possibly being 
the most important set of subskills in effective supervision. Beauty 
proposes the need for supervisors and teachers to be dialogic rather 
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than monologic communicators. The dialogic communicator aims at 
unconditional positive regard--valuing the worth of the other person to 
help he/she become what he/she can become as an individual, love-one is 
non-manipulative, accepting of the other for who that person is, and 
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courage in communication--letting oneself actually be known, 
genuineness in self and image projection-developing oneself rather than 
playing roles to allow oneself to become congruent with the authentic 
or actual self, accurate emphatic responses--ability to perceive the 
standpoint of the speaker, realistic communicative equality--each 
person views the other as a unique and distinct person, not as an 
object for manipulation or exploitation, and presentness-full 
involvement with the other, taking the time to be easily accessible. 
This is in direct constrast to the monologic communicator who aims at 
communicating power over the other, persuasion for personal gain, 
shaping another's image regardless of the other's concern for 
developing a unique self, and development of one's own personal 
prestige and status at the expense of another. In being a dialogic 
communicator, the supervisor maximizes the amount of communication 
w~ich can occur in his/her relationship with others and creates the 
encouraging, helpful, and facilative environment necessary for 
constructive change. Beauty also discusses the necessary conditions 
for dialogue with self and others and includes involvement. The 
partners in the dialogue must experience a need to communicate with 
each other, and an atmosphere of openness, freedom, and responsiblity. 
The interpersonal communication occurring between people must be full 
and genuine. There must be mutual trust and respect, sincerity and 
honesty, appreciation of individual differences and uniqueness, 
acceptance of disagreement with a desire for resolution, willingness to 
admit error, feedback, and a positive attitude. Beauty suggests that 
dialogic communication and setting these necessary conditions for 
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dialogue with self and others are the initial steps for the improvement 
of the supervision process and only then can the supervisor attend to 
large functions such as assessment, diagnosis, planning, motivating 
strategic resources, and appraisal. He emphasizes that releasing human 
potential is of utmost importance if a secure foundation is to be 
established concerning the actual process of supervision, and that 
supervisors must create a working environment with the following 
elements: all persons have a sense of belonging to the group they work; 
many stimuli are available to meet the lack of a common degree of 
readiness for an experience; encouragement to explore and participate 
is provided by encouraging every staff member to become a member of an 
innovative group where the norms are how can we learn more about the 
educational process and how can we better implement what we know so 
that constant improvement exists rather than holding to what presently 
exists for so long; individual interpretations are valued by the 
supervisor encouraging the teacher to develop his/her own judgments 
without belittling the diversity of values and ideas or the questioning 
of existing policy and practices in the school system; supervisors seek 
teachers with different educational experiences to provide more 
information concerning the diverse ways that the deductive process may 
occur; organizational structure and processes that promote 
communication are provided; the supervisor helps with personal problems 
in order to enhance growth by reducing the emotional tensions and 
anxieties. 
Abell and Hanna emphasize the position of symbolic 
interactionists who predicate that both individual human behavior and 
\ 
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h lt f . . 94 h group behavior are t e resu o communication. They argue tat 
supervisors need to be aware of and sensitive to the complexity and 
importance of language and communication in their work with teachers. 
They also believe that supervisors might well seek ways to learn more 
about language, communication and interaction by examining symbolic 
interactionism and what it holds for their work. Those who prepare and 
train supervisors may find it useful to become familiar with symbolic 
interactionism, apply its principles to supervision, and share their 
findings with would-be supervisors. They further support and recognize 
teacher sensitivities and ego needs and suggest that supervisor-teacher 
relationships would be improved if supervisors would regard each 
individual teacher as having a unique self rather than being just a 
group member mechanically reacting to organizational forces and 
environmental stimuli. They also believe that supervisors need to 
understand that each teacher's unique personality is developing and 
being reaffirmed each day and that the supervisor's behavior is either 
facilitating or retarding teacher growth. Supervisors must be aware of 
the various roles which teachers are to play, take these roles into 
account, be able to rate the role of the teachers with whom they work, 
and be empathetic to the needs of their teaching colleagues. They also 
need to be able to recognize, assess, define, evaluate, restructure, 
and reassess the situation in which they are working with teachers, 
refraining from stereotyping teachers. Every attempt to communicate 
high work expectations as well as the minimum acceptable behaviors to 
teachers should be made. Supervisors need to communicate 
personal/professional acceptance of the teachers with whom they 
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interact and develop more skill in taking their perspective by showing 
more genuine concern and appreciation for their beliefs, opinions, and 
values in addition to setting a climate or tone from which productive 
relationships may develop. 
Jones also sees good supervision as good communication and 
hishlights communication blocks that occur and create problems in 
· · 
95 bl k b h bl supervision. A oc may ea teac er ock, supervisor block, or 
teacher-supervisor block. Possible teacher blocks occur when the 
teacher is not interested in the topic, confuses facts, values, and 
opinions, will not react to an open supervisor, perceives too much 
directed behavior by the supervisor, does not want help, uses 
confrontive responses, is influenced negatively by something about the 
supervisor, does not define his terms, perceives the supervisor as a 
threat, perceives the supervisor as incompetent, is afraid to ask for 
help because failure is considered incompetent, is unwilling to talk 
about perceptions, is incongruent ir. verbal and nonverbal behavior, 
intrudes into the supervisor's personal space, displays incongruence 
between personal space and verbal behavior, perceives settir.g as 
negative, is afraid to react because of the supervisor's status, and 
does not feel comfortable in the seating position. Possible 
supervisor's blocks occur when the supervisor is not interested in the 
topic, confuses facts, values and opinions, tells the teacher what to 
do, uses too much directed behavior and not enough indirect behavior, 
evaluates teacher before relationship is established, does not give 
help when asked, uses confrontive responses, is influenced negatively 
by someone about the teacher, does not define what he means, perceives 
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teachers as a threat, perceives teacher as incompetent, believes it is 
a sign of incompetence when teacher asks for help, is unwilling to talk 
about perceptions, is incongruent in verbal and nonverbal behavior, 
displays incongruence between personal space of the teacher, does not 
create positive, relaxed physical setting, places emphasis on his 
status, seats teacher ir. position that is comfortable to supervisor, 
and does not tell teacher purpose of the meetir.g. Jones argues that the 
first step must be to determine the origin of the block and that the 
supervisor should first assume that the block comes from something that 
the supervisor is doing. The supervisor must analyze his/her own 
behavior, and make changes. If a block still exists, the supervisor 
m~st assume that the block was actually a two-way block. The supervisor 
must make every effort to help the teacher remove the block. 
Supervisors must use a high degree of indirect behavior which includes 
asking, listening, and reflecti~g to establish effective relationships, 
and must be patient and not expect open relationships to develop early. 
He must also be sensitive to nonverbal communication and make sure it 
is congruent to the verbal communication. 
Jwaideh in her article on principals as a facilatator of change 
cites that effective principals establish clear goals and priorities, 
achieve a balance between task considerations and interpersonal 
relationships, serve as role models for school norms, communicate high 
expectations for teachers, provide support and direction for change, 
gain the support of the community and higher administration, and are 
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likely to exhibit flexibility and adaptability. 
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Finally, in addition to a change orientation, sensitivity to 
teacher needs, concern for and use of power/influence, communication of 
appropriate personal qualities, and the development of effective 
communication skills, a sixth consideration is how to do the 
specialized supervisory role of classroom observer effectively such 
that overall supervisory/instructional leadership goals are 
accomplished. Ness in her concept of "supervision with you" notes that 
participants of her workshops on supervision indicate that the greatest 
discrepancies between what should take place and what actually occurs 
in supervision are in the way teachers and supervisors feel about 
97 
observations and achieving the purposes of supervision. She states 
that her surveys indicate that neither the teacher nor the supervisor 
look forward to observations and that, in most cases, improvement of 
instruction does not occur as a result of the supervisory/evaluative 
process employed. 
Calabrese emphasizes that principals can accurately assess what 
happens in the classroom by becoming aware of effective teaching and 
implementing strategies that include breaking down the complexity of 
the classroom, focusing on student responses unlike observers which 
focus solely on teacher actions and fail to collect data on teacher 
effectiveness, reviewing the current observation instrument to 
determine if it is more concerned with the teacher as a manager than 
with what happens in the classroom, maximizing the time committed to 
observation, assisting the teacher in developing instructional 
objectives for each class period, and providing an inservice program 
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related to instruction and observation. 
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Thus a review of the literature indicates that while there are 
many emerging models of supervision, most teachers do not view 
supervision positively even though they support the idea of 
supervision. The literature also indicates that much of the problem is 
in the way supervision is conducted and that a major reason for its 
poor implementation is related to the conflicting requirements of the 
complex role of the principal and the notion that it may be difficult 
to fulfill the supervisory role within the context of fulfilling other 
principal roles effectively. 
On the other hand, in looking at those factors that can maximize 
the principal's potential to be an effective supervisor, there is 
-----
evidence that it can be done, that the key is related to the same 
- -----paradox of the problem itself in that supervisory effectiveness may be 
----------------
more related to general characteristics and behaviors as well as 
---------------
specific supervisory behaviors, and that the potential effectiveness 
- ------~ 
lies in the complexity of the principal's role and perspective and is a 
- ----
factor of the way principals integrate the general qualities/ 
r--· ____________________ _, 
characteristics that lead to them being successful in their total role. 
While the complexity and fragmentation of the principal's role makes it 
ditficult to find the time to be an instructional leader/supervisor, it 
is this complexity that gives the principal the integrated perspective 
to make good instructional supervisory decisions and develop the 
credibility and influence to implement them effectively. 
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CHAPTER III 
RESEARCH DESIGN 
In an era of reform that has a heavy emphasis on evaluating 
teachers and more defined and streamlined procedures for teacher 
remediation and removal, the subject of supervision becomes more 
anxiety producing in both teachers and principals. 1985 Illinois 
Educational Reform Bill SB730 also requires that teachers be evaluated 
at least once in every two school years, and that these evaluations of 
teachers address specific criteria and rate a teacher's performance as 
"superior'' (has been eliminated this year), "excellent", 
"satisfactory", or "unsatisfactory. Any study that looks like it might 
produce data that could affect one's job status or that certain 
perceived responses may be looked on more favorably than others makes 
it difficult to get accurate data. In addition, the sensitivity of the 
subject is such that the process of completing the survey itself or 
participating in an interview may raise building climate factors 
unacceptable to some principals, again making it difficult to get data. 
In addition, it should be remembered that it was not the purpose 
of this study to determine what percentage of Illinois principals are 
effective instructional leaders, but rather to determine what 
behaviors/ characteristics are perceived by teachers when they or their 
principal regard him/her as an effective instructional leader and to 
see if these factors vary as a function of such demographic 
characteristics as the age, sex or longevity of service of the 
principal, or age, sex or longevity of service of the staff member. 
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Thus, this study was designed to be done with teachers who work for 
principals who perceive themselves as effective instructional leaders 
thereby minimizing the anxiety that would be produced by the study. 
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The specific research questions this dissertation addressed are: 
1. According to their own perceptions, what personal and 
professional characteristics/behaviors are present in elementary 
principals who identify themselves as effective instructional 
leaders? 
2. According to their teaching staffs, what personal/professional 
characteristics/behaviors are present in elementary principals 
who identify themselves as effective instructional leaders? 
3. What personal and professional characteristics/behaviors do 
teachers believe should be present in their principals if he/she 
is to positively influence their teaching? 
4. Which aspects of the principal's role are positive perceptions 
most correlated to his/her ability to positively influence 
instructional practices of teachers? 
5. How do teachers and principals perceive the evaluative rating 
system in their district's evaluation plan affecting the ability 
of the principal to positively affect teachers' instructional 
practices? 
In order to gather the necessary data, a procedure including a 
series of questionnaires and follow-up interviews was developed to 
survey principals and teachers for the needed information. The first 
questionnaire (See Appendix) was sent out to a random sample of 300 
principals in Cook, Dupage, southern Lake, and eastern Kane counties 
inquiring whether or not they perceive themselves above average or 
outstanding instructional leaders and having above average or 
outstanding abilities to positively influence their teachers' 
instructional practices. 
95 
The criteria for identification were questions number four and 
five on the questionnaire. Principals rating themselves with at least a 
four on one of these questions were considered for the pool of schools 
to consider for the study. 
The results of the first questionnaire were as follows: 
1. Of the 300 sent out, 193 (64%) were returned. 
2. One came back not completed due to the fact that the principal 
was on a one-year interim appointment. 
3. Thirty-six principals did not rate themselves above average or 
outstanding as instructional leaders and able to positively 
influence their teachers' instructional practices and were 
eliminated from consideration for the follow-up study. 
4. Twenty-six principals were in their first year as principals 
in their building and were eliminated from the study. 
5. One hundred thirty schools remained in the pool for 
participation in the study. 
A sample of thirty-one schools were selected to be contacted for 
tr.e study in the following manner. Schools where principals rated 
themselves five on questions number four and five, as well as those 
where principals rated themselves a five on one of these questions and 
a four on the other were selected as the first priority for 
96 
consideration. A total of twenty-two schools fit these categories. 
The remaining nine schools were selected on the basis of the 
completeness with which the principal filled out questionnaire number 
one (an informal measure of how much cooperation would be obtained from 
him/her in getting accurate data for the study) and were also chosen in 
a way that the total sample would have the same subcharacteristics with 
regard to size of school, age, sex, and years of experience of the 
principal. For example, all nine of these principals were men due to 
the fact that a larger percentage of woman rated themselves as 
outstanding instructional leaders than did men. The remaining nine 
principals included in the study needed to be men in order to come as 
close as possible to the male/female distribution in the total 130 
schools in the original pool. Table 1 shows the demographic 
distribution of the sample compared to the total pool. 
~ 
TABLE I 
DEMOGRAPHIC CHARACTERISTICS OF PRINCIPALS IN EACH SAMPLE COMPARED 
TO THE DEMOGRAPHIC CHARACTERISTICS OF PRINCIPALS IN THE TOTAL POOL 
AGE OF PRINCIPAL 
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N 35 and younger 36-50 over 50 not given 
n % n % n % n % 
Total pool 130 8 6 77 59 40 31 5 3 
Sample 31 2 6 20 65 8 26 1 3 
TOTAL EXPERIENCE AS PRINCIPAL 
N 5 or less yrs. 6-15 yrs. 16 or more yrs. 
n % n % n % 
Total pool 130 34 26 49 38 47 36 
Sarr.ple 31 8 26 13 42 10 32 
EXPERIENCE AS PRINCIPAL IN PRESENT BUILDING 
N 5 or less yrs. 6-15 yrs. 16 or more yrs. 
n % n % n % 
Total pool 130 60 46 47 36 23 18 
Sample 30* 15 49 11 35 4 16 
GENDER 
N Male Female 
n % n % 
Total pool 130 96 74 34 26 
Sample 30* 21 67 10 33 
SCHOOL STUDENT ENROLLMENT 
N 250 or less 251-450 450 or more 
n % n % n % 
Total pool 130 17 13 74 57 39 30 
Sample 30* 2 6 21 68 8 26 
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Each principal was contacted individually for permission to use 
his/her school in the study. After consenting to be part of the study, 
each principal supplied the researcher with a list of teachers who 
could be used for the study. From this list, a random sample of ten 
teachers who were at least in their second year of teaching was 
selected by choosing every nth name on the list in order to identify 
ten names, and the questionnaires distributed to these teachers and 
principal. Questionnaires (See Appendix) included a cover letter 
explaining the study, and a stamped addressed envelope so that the 
teacher could return the questionnaire to the researcher 
confidentially. 
The teacher and principal questionnaires (See Appendix) contained 
a series of questions asking teachers and principals to rate the 
instructional leadership and influence of the principal, the degree of 
positive or negative effect the state mandated evaluative rating scale 
has on the principal's ability to influence instruction, and the 
importance of various roles in the principal's job description. The 
teacher questionnaire was pretested by being given to a group of ten 
teachers not in schools selected for the study. These teachers were 
asked to provide suggestions for clarifying wording of directions and 
descriptors and to identify which of the six roles corresponded to each 
descriptor. The same procedure for checking the principal questionnaire 
for content validity was followed with a sample of five principals not 
included in the study. Some minor wording changes designed to clarify 
meaning and directions based on input received from these pretests were 
rr.ade before the final questionnaire was set to respondents. In 
I 
99 
addition, the correlation of particular descriptors used in question 
six on the teacher questionnaire and question five on the principal 
questionnaire to the specific roles of the principal (needed for 
research question four) was validated with the teachers and principals. 
only those descriptors that a majority of principals and teachers 
agreed on the corresponding role were included on the final 
questionnaire. 
Of the 310 surveys sent to teachers, 243 were returned for a 
78.4% return. Of the thirty-one surveys sent to principals, thirty 
were returned. 
Table 2 snows the demographic data for the pool of respondents: 
TABLE 2 
DEMOGRAPHIC DATA FOR TEACHER RESPONDENTS 
AGE 20-29 30-39 40-49 50 and older Not Given 
n % n % n % n % n % 
33 14 93 38 63 26 30 12 24 10 
Sex Male Female Not Given 
n % n % n % 
23 10 213 88 7 2 
Teaching 5 or less yrs 6-15 16 and more Not Given 
Experience n % n % n % n % 
45 19 109 45 77 32 12 4 
Exp. with 5 or less yrs 6-15 16 and more Not Given 
Principal n % n % n % n % 
164 68 62 26 5 2 12 4 
Grade Primary Intermediate Special Special Ed. Not Given 
n % n % n % n % n % 
112 46 68 28 20 8 29 12 14 6 
-Degree BS/BS MS/MA Not Given 
n % n % n % 
119 49 114 47 10 4 
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The aggregate data were collated and analyzed by calculating 
means, standard deviations, and variance for each question/response. 
Data was then sorted according to the demographic variables of the 
principals under which the teachers worked, the demographic variables 
of the teachers themselves, and finally, the demographic variables of 
the building. This data was then analyzed for significant differences 
among selected variables determined by performing analysis of variance 
procedures and T-tests between all combinations of mean ratir.gs. For 
research question number four, the mean of each of the characteristics 
corresponding to each role were averaged to create a mean for each role 
of the principal. In addition, the means for teachers' and principals' 
responses to the question identifying the importance of each role was 
also calculated. T-Test and analysis of variance procedures were 
performed comparing these means for each role to see if the differences 
~ere significant. Trends at the .05 and .15 levels of significance were 
noted. 
CHAPTER IV 
SUMMARY OF RESULTS 
The study attempted to gather data to answer five research 
questions. Following is a section for each research question. Each 
section presents the aggregate results followed by a short summary. 
After presenting the aggregate results, significant trends and 
differences (at the .05 level of significance followed by those at the 
.15 level of significance) based on demographic composition of the 
principals are presented. For teacher data, in addition to the 
aggregate data, significant trends and differences based first on the 
demographic data of the principals with which the teachers were 
presently working are presented followed by significant trends and 
differences based on the demographic data of the teachers themselves. 
The trends presented are at the .05 and .15 level of significance. 
Actual means for these trends as well as the various statistics derived 
from the analysis of variance and t-tests to determine the significant 
trends can be requested from the researcher through Loyola University. 
While brief summaries of the data follow each presentation of the 
aggregate results, the significant differences in the trends based on 
different demographic factors of the principals, and the significant 
differences in the trends based on different demographic factors of the 
teachers, the detailed summary and discussion of implications and 
reasons for the trends for a given research question are presented at 
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the end of the section for the research question so that the 
interrelationships in the data can be best understood. 
Research Question #1 
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According to their own perceptions, what personal and 
professional characteristics/behaviors are present in elementary 
principals who identify themselves as effective instructional leaders? 
Aggregate Results 
The data were analyzed for the average ratings of each of the 30 
characteristics. Table 1 shows the mean rating and rank for each of 
the characteristics. Table 2 shows the mean rating and rank for each of 
the categories. The mean for each characteristic was derived by 
averaging all ratings for the characteristic. The rank indicates the 
priority of ratings and was derived by assigning the characteristic 
with the highest mean rating the number one rank, the next highest mean 
rating the number two rank, etc. Thus, the lowest average rated 
characteristic was assigned the number thirty rank. 
TABLE 1 
PRINCIPALS RATING OF CHARACTERISTICS 
characteristic 
complies with district evaluation procedures 
rs ethical, professional and discreet with student, 
staff and parental matters 
creates an atmosphere where there is an on-going 
concern for improving instructional effectiveness 
uses the evaluative rating in the evaluation plan 
in a fair consistent manner 
Demonstrates positive staff relationships 
Promotes and supports order and discipline in the 
school 
Makes materials, equipment, and supplies readily 
accessible 
Presents evaluations to teachers in a fair and 
considerate manner 
Cor:ununicates criteria used in evaluation procedure in a 
clear manner 
Keeps faculty informed of upcoming events or pertinent 
information 
Contributes to building/district committees, staff 
meetings, and inservices 
Works productively with the PTA to provide appropriate 
leadership and support 
Presents a positive school image to the community 
through effective public relations with the appropriate 
news media 
Establishes, facilitates and monitors an orderly set of 
building procedures and schedules that results in a 
smoothly operating school 
Provides helpful feedback/suggestions after visiting 
classrooms 
*Tied Rank 
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Mean 
Rating Rank 
3.8 1-2* 
3.8 1-2* 
3. 77 3 
3.75 4 
3.75 5 
3.67 6-7* 
3.67 6-7* 
3.6 8-10* 
3.6 8-10* 
3.6 8-10* 
3.53 11-13* 
3.53 11-13* 
3.53 11-13* 
3.5 14 
3.4 15-16* 
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TABLE 1 (Cont.) 
PRINCIPALS RATING OF CHARACTERISTICS 
characteristic 
Involves staff in planning and implementation of school 
and district goals 
sees that physical facilities are kept clean and 
attractive 
Regularly evaluates the school's instructional program 
including analyzing school-wide test data to identify 
instrLlctional strengths and weaknesses and communicates 
trends effectively to teachers 
Encourages parents and citizens to actively participate 
in school events and activities 
Demonstrates a knowledge of the current research on 
effective instructional methods 
Demonstrates the ability to improve the instructional 
program of a building 
Effectively articulates the instructional goals of the 
school to staff and students giving a sense of purpose 
to all school activities 
Keeps parents and the community informed about 
progress, purposes, and the nature of the school's 
mission 
Encourages and helps teachers to set goals for growth 
and improvement and develop professionally 
Visits classroom regularly to supervise the teaching 
process 
Is knowledgeable about the major curriculum areas and 
demonstrates an understanding of the structure of 
curricula 
Conducts regular sessions with teachers to discuss and 
review performance 
Participates in graduate course offerings, inservice 
training and conferences aimed at his/her professional 
growth and development 
* Tied Rank 
Mean 
Rating Rank 
3.4 15-16* 
3.37 17-18* 
3.37 17-18* 
3.33 19-20* 
3.33 19-20* 
3.3 21-22* 
3.3 21-22* 
3.23 23-26* 
3.23 23-26* 
3.23 23-26* 
3.23 23-26* 
3.17 27 
3 .13 28 
characteristic 
TABLE 1 (Cont.) 
PRINCIPALS RATING OF CHARACTERISTICS 
Mean 
Rating Rank 
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presents timely and effective inservice to staff 
Effectively interprets the instructional program to the 
school community and provides opportunites for parents 
to support these goals and objectives 
2.93 29 
2.93 30 
TABLE 2 
PRINCIPAL'S RATING OF CATEGORIES OF CHARACTERISTICS 
Category Mean Rating Rank 
Principal's Skills/Competencies 
Principal's Personal Characteristics 
Principal's Knowledge 
3.5 
3.43 
3.4 
1 
2 
3 
The trends i~ the data indicate that principals saw all of these 
characteristics as highly descriptive of themselves. The range of mean 
ratings was 2.93-3.8 with the median rating being 3.4 for the 
characteristics. Principals saw characteristics representing a variety 
of principal roles and including complying with district evaluation 
procedures, being ethical, professional and discreet with student, 
staff and parental matters, creating an atmosphere where there is an 
on-going concern for improving instructional effectiveness, using the 
evaluative rating in a fair consistent manner and demonstrating 
positive staff relations as most descriptive. Principals saw such 
characteristics representing a variety of roles and including 
interpreting the instructional program to the school community and 
providing opportunities for parents to support these goals and 
objectives, presenting timely and effective inservice to staff 
, 
participating in graduate course offerings, inservice training and 
conferences aimed at professional growth and development, conducting 
regular sessions with teachers to discuss and review performance as 
least descriptive. In addition, although principals indicated they 
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considered skills, personal characteristics and knowledge important to 
their role by giving them similarly high mean ratings with a range of 
3.4-3.5, principals rated their skills/competencies first in 
importance, their personal characteristics second, and their knowledge 
as least important. 
Significant Differences in Data Sorted By Demographic Characteristics 
of the Principal 
with these trends noted, the aggregate data were then sorted by 
demographic characteristics of the principals to see if differences 
appeared. The demographic characteristics included school size, 
principal age, principal gender, years of principal experience, 
principal experience in present school, principal's highest educational 
degree, years of teaching before becoming a principal, and the grade 
taught by the principal. 
Tables 3 and 4 show which characteristics produced significantly 
different ratings (P<.05 level) by subgroups. 
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TABLE 3 
ANALYSIS SUMMARY OF CHARACTERISTIC PRINCIPAL DATA BASED ON DEMOGRAPHIC 
DIFFERENCES OF PRINCIPALS 
Size of School 
characteristic 
Encourages parents and citizens to 
actively participate in school events 
and activities 
promotes and supports order and 
discipline in the school 
Keeps parents and the community 
informed about progress, purposes 
the nature of the school's 
mission 
Significant at .05 level 
Higher rating by principals of 
buildings with 450+ 
students than principals with 
buildings of less than 250 
students 
Higher rating by principals of 
buildings with 450+ students and 
by principals of building with 
251-450 students 
Higher rating by principals of 
buildings of 450+ students over 
principals with buildings of 
251-450 students 
Age of Principal 
Characteristic 
Complies with district evaluation 
procedures 
Significant at .OS level 
Lower rating by principals 35 
and younger than older 
principals 
Gender of Principal 
Characteristic 
Is knowledgeable about the major 
curriculum areas and demonstrates an 
understanding of the structure of 
curricula 
Is ethical, professional and discreet 
with students, staff and parental 
matters 
Significant at .OS level 
Higher rating by female 
principals 
Higher rating by female 
principals 
Characteristic 
Years of Principal Experience 
Significant at .OS level 
Creates an atmosphere where there is 
an on-going concern for improving 
instructional effectiveness 
Higher rating by principals with 
5 or less years of experience 
over principals with 15+ years 
experience 
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TABLE 3 (Cont.) 
ANALYSIS SUMMARY OF CHARACTERISTIC PRINCIPAL DATA BASED ON DEMOGRAPHIC 
DIFFERENCES OF PRINCIPALS 
Years of Principal Experience 
Characteristic 
conducts regular sessions with 
teachers to discuss and review 
performance 
Significant at .OS level 
Lower rating by principals with 
15+ years of experience than 
less experienced principals 
Years of Principal Experience in Present School 
Characteristic 
Demonstrates the ability to improve 
the instructional program of a 
building 
Establishes, facilitates and monitors 
an orderly set of building procedures 
and schedules that results in a 
smoothly operating school 
Significant at .OS level 
Higher rating by principals with 
6-15 years of experience than 
principals with less or more 
experience 
Lower rating by principals with 
5 or less years of building 
experience than principals who 
had been in their present 
building more years 
Principals' Years of Teaching Experience 
Characteristic 
Keeps parents and the community 
informed about progress, purposes, 
and the nature of the school's 
mission 
Effectively articulates the instruct-
ional goals of the school to staff 
and students giving a sense of 
purpose of all school activities 
Significant at .OS level 
Lower rating by principals 
with 5 or less years of 
teaching experience than 
principals with more teaching 
experience 
Higher rating by principals 
with 16 or more years of 
teaching experience than 
principals with less 
teaching experience 
Grades Taught by the Principal 
Characteristic Significant at .OS level 
None 
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TABLE 3 (Cont.) 
ANALYSIS SUMMARY OF CHARACTERISTIC PRINCIPAL DATA BASED ON DEMOGRAPHIC 
DIFFERENCES OF PRINCIPALS 
characteristic 
Highest Educational Degree of Principal 
Significant at .05 level 
creates an atmosphere where there is 
an on-going concern for improving 
instructional effectiveness 
degrees 
Demonstrates the ability to improve 
the instructional program of a building 
over principals with Ph.D. 
or Ed.D. 
Higher rating by principals 
with MS/MA degree over 
principals with higher 
Higher rating by principals 
with MS/MA, or CAS degree 
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In addition to these trends at the .05 level of significance, the 
following trends at the .15 level of significance were observed in the 
data: 
1. Principals thirty five years and younger rated the following 
characteristics higher than other principals: 
-Is knowledgeable about the major curriculum areas and 
demonstrates an understanding of the structure of the 
curricula 
-Promotes and supports order and discipline in the school 
-Participates in graduate course offerings, inservice 
training 
and conferences aimed at his/her professional growth and 
development 
-Demonstrates a knowledge of the current research on 
effective 
instructional methods 
-Regularly evaluates the school's instructional program 
including analyzing school-wide test data to identify 
instructional strengths and weaknesses and communicates 
trends effectively to teachers 
They also saw their knowledge as the more important than skills 
and personal characteristics in instructionally influencing their 
teachers. 
2. Principals age fifty and older rated the following 
characteristics particularly higher than younger principals: 
-Establishes, facilitates and monitors an orderly set of 
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building procedures and schedules that results in a smoothly 
operating school 
-Keeps parents and the community informed about progress, 
purposes, and the nature of the school's mission 
-Demonstrates positive staff relationships 
-Is ethical, professional and discreet with student, staff 
and parental matters 
Unlike younger principals, they saw their personal 
characteristics as more important in instructionally influencing 
their teachers than their skills or knowledge. 
3. Unlike male principals, female principals saw personal 
characteristics, and knowledge more important in influencing 
instruction than competencies/skills. 
4. Principals with five or less years experience as principal 
rated themselves higher than more experienced principals on the 
following characteristics: 
-Presents a positive school image to the community through 
effective public relations with the appropriate news media 
-Provides helpful feedback/suggestions after visiting 
classrooms 
Unlike principals with more experience, they saw their knowledge 
as more important than their skills and personal characteristics 
in instructionally influencing their teachers. 
5. Principals with more than fifteen years of experience as a 
principal rated the following higher than principals with less 
experience: 
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-Contributes to building/district committees, staff meetings 
and inservices 
-Demonstrates positive staff relationships 
-Is ethical, professional and discreet with student, staff 
and parental matters 
They rated the following lower than principals with less 
experience: 
-Conducts regular sessions with teachers to discuss and 
review performance 
-Visits classrooms regularly to supervise the teaching 
process 
They also saw their personal characteristics as most important in 
influencing their teachers. 
6. Principals with six to fifteen years experience rated 
themselves highest on the majority of characteristics compared to 
principals with more or less experience and saw their knowledge 
as more important than their skills and personal characteristics. 
7. Principals with five or less years of teaching experience 
rated themselves lower than principals with more experience on 
the following characteristics: 
Involves staff in planning and implementation of 
school and district goals 
Uses evaluative rating in the evaluation plan in a fair 
consistent manner 
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a. Principals with more than fifteen years of teaching experience 
rated themselves higher than principals with less experience on 
the following characteristics 
-Is knowledgeable about the major curriculum areas and 
demonstrates an understanding of the structure of curricula 
-Communicates criteria used in evaluation procedure in a 
clear manner 
-Keeps parents and the community informed about progress, 
purposes, and the nature of the school's mission 
-Effectively articulates the instructional goals of the 
school to staff and students giving a sense of purpose to 
all school activities 
-Demonstrates a knowledge of the current research on 
effective instructional methods 
-Encourages and helps teachers to set goals for growth and 
improvement, and develop professionally 
-Visits classrooms regularly to supervise the teaching 
process 
-Demonstrates the ability to improve the instructional 
program of a building 
In addition, they saw their personal characteristics as most 
important, their knowledge second in importance, and their skills 
least important. 
9. Principals holding CAS and Ed.D. or Ph.D. degrees rated their 
knowledge as more instructionally influential than their skills 
or personal characteristics. 
10. Principals in schools of 250 or less students rated 
themselves higher than principals of larger schools on the 
following characteristics: 
-Effectively articulates the instructional goals of the 
school to staff and students giving a sense of purpose to 
all school activities 
-Encourages and helps teachers to set goals for growth 
and improvement and develop professionally 
-Visits classrooms regularly to supervise the teaching 
process 
-Provides helpful feedback/suggestions after visiting 
classrooms 
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They rated the following characteristics lower than principals of 
larger schools: 
-Promotes and supports order and discipline in the school 
-Makes materials, equipment, and supplies readily accessible 
11. Principals in schools of 450+ students rated themselves 
higher than principals of smaller schools on the following 
characteristics: 
-Encourages parents and citizens to actively participate in 
school events and activities 
-Keeps parents and the community informed about progress, 
purposes, and the nature of the school's mission 
-Works productively with the PTA to provide appropriate 
leadership and support 
-Presents a positive school image to the community through 
effective public relations ~ith the appropriate news media 
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Analysis and Discussion of Results 
In analyzing the trends in the demographic data, relatively few 
significant differences emerged. Age, size of building, experience and 
number of years of teaching experience provided the greatest number of 
differences. Younger and less experienced principals rated themselves 
higher on curriculum/instructional leadership activities as well as 
staff development and supervision activities while older and more 
experienced principals rated themselves higher on facility management 
and school community relations activities as well as staff relationship 
characteristics. Principals with more than fifteen years of teaching 
experience rated themselves significantly higher on many 
characteristics related to curriculum and instructional leadership. 
A great deal of variety in the characteristics that were rated 
tne highest in the aggregate data indicates that principals saw the 
need to perform a variety of roles well and view themselves as 
versatile. However, the differences in the trends that emerged when 
the data was sorted according to demographic characteristics is 
intriguing. If one assumes that successful principals do well at those 
characteristics that are particularly important to their situations, 
then one can conclude from the data that doing well at school community 
relations is very important in large buildings. 
Another trend in the data indicates that younger principals rate 
themselves higher on curriculum and instructional leadership 
characteristics and knowledge which may indicate the emphasis on the 
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importance of these skills by Boards of Educations as they have hired 
recent principals or that younger principals do better on these skills 
due to their more recent teaching experience. On the other hand, older 
principals saw themselves as more skilled at facility management tasks 
which may indicate the historical priorities of the principal's role in 
that area or simply indicate a time removal from the instructional 
process or insecurity in performing that role. Their emphasis on 
personal characteristics may reflect their familiarity with the 
personnel in the building or a people/relationship orientation rather 
than a task orientation which may be a factor of age or simply 
indicative of a possible career cycle for principals, beginning with an 
curriculum/instruction knowledge and skill orientation and moving to a 
personal style of leadership later in their career. 
The trends in the experience factor were similar to the age 
factor indicating the probability that older principals have been in 
the principalship longer than younger ones. Of particular note is the 
trend indicating that the highest ratings came from principals who were 
in their six to fifteen years of the principalship and that these 
trends did not differ whether the principal spent all his/her 
principalship time in one building or had several principalships. It 
may take at least five years for a principal to feel really competent 
at what he is doing and may reflect self doubt or frustration setting 
in after fifteen years. 
Another important trend is the correlation of high ratings on 
curriculum and instructional characteristics with the degree of 
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teaching experience a principal had before becoming a principal 
indicating a higher security with this aspect of the job when a 
principal has spent many years as a teacher before becoming a 
principal. Interestingly, principals with five or less years of 
teaching experience rated themselves significantly lower in their 
ability to use the evaluative rating in the evaluation plan in a fair 
consistent manner indicating their relative discomfort at giving 
su~~ative ratings to teachers compared to principals with more teaching 
experience. 
Research Question #2 
According to their staff's perceptions, what personal and 
professional characteristics/behaviors are present in elementary 
principals who identify themselves as effective instructional leaders. 
After identifying the characteristics that principals who 
identified themselves as effective instructional leaders rated as most 
descriptive of themselves, the study next turned to surveying a sample 
of their staffs and identifying and comparing their perceptions of 
their principals' characteristics/behaviors. The aggregate data are 
presented followed by significant differences (at the .05 and .15 
level of significance) in the data according to the demographic 
characteristics of the principals with which the teachers are working. 
Finally significant differences at the .05 and .15 level in the data 
according to the demographic characteristics of the teachers are 
presented. Actual means for these trends, as well as the various 
statistics derived from the analysis of variance and T-tests to 
determine the significant trends, can be requested from the researcher 
through Loyola University. While short summaries for each section of 
data are presented, a detailed discussion of trends and their 
implications are presented at the end of the section. In addition, 
interrelationships in these trends and those for research question 
number one are discussed. 
Aggregate Results 
The data were analyzed for the mean ratings on each of the thirty 
characteristics. Table 5 shows the average rating for each of the 
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characteristics. Table 6 shows the average rating for each of the 
categories. In addition, the rating and ranks for the principal data 
have also been included for comparison. 
TABLE 5 
COMPARISON OF TEACHERS' RATING OF CHARACTERISTICS TO PRINCIPALS' RATING 
Characteristic 
complies with district evaluation 
procedures 
Encourages parents and citizens to 
actively participate in school 
events and activities 
Contributes to building/district 
committees, staff meetings, and 
inservices 
Works productively with the PTA to 
provide appropriate leadership 
and support 
Makes materials, equipment, and 
supplies readily accessible 
Presents evaluations to teachers 
in a fair and considerate manner 
Keeps parents and the community 
informed about progress, purposes, 
and the nature of the school's 
mission 
Keeps faculty informed of upcoming 
events or pertinent information 
Is ethical, professional and discreet 
with student, staff and parental matters 
Creates an atmosphere where there is 
an on-going concern for improving 
instructional effectiveness 
* Tied Rank 
Teachers' Principals' 
Mean Mean 
Rating Rank Rating Rank 
3.79 1 3.8 1-2* 
3.59 2 3.33 19-20* 
3.54 3 3.53 11-13* 
3.53 4 3.53 11-13* 
3.53 5 3.67 6-7* 
3.50 6 3.6 8-10* 
3.48 7 3.23 23-26* 
3.48 8 3.6 8-10* 
3.46 9 3.8 1-2* 
3.45 10 3. 77 3* 
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TABLE 5 (Cont.) 
coMPARISON OF TEACHERS' RATING OF CHARACTERISTICS TO PRINCIPALS' RATING 
characteristic 
uses the evaluative rating in the 
evaluation plan in a fair consistent 
manner 
communicates criteria used in evaluation 
procedure in a clear manner 
participates in graduate course offerings, 
inservice training and conferences aimed 
at his/her professional growth and 
development 
Presents a positive school image to the 
community through effective public 
Teacher's Principal's 
Mean Mean 
Rating Rank RatingRank 
3.43 11 3.75 4 
3.41 12 3.6 8-10* 
3.40 13 3.13 28 
relations with the appropriate news media 3.39 14 3.53 11-13* 
Establishes, facilitates and monitors 
an orderly set of building procedures 
and schedules that results in a 
smoothly operating school 
Is knowledgeable about the majcr 
curriculum areas and demonstrates an 
understanding of the structure of 
curricula 
Promotes and supports order and 
discipline in the school 
Sees that physical facilities are kept 
clean and attractive 
Involves staff in planning and 
implementation of school and district 
goals 
Demonstrates positive staff 
relationships 
Effectively interprets the instructional 
program to the school community and 
provides opportunities for parents to 
support these goals and objectives 
*Tied Rank 
3.38 
3.38 
3.37 
3.34 
3.31 
3.26 
3.25 
15 3.5 14 
16 3.23 23-26* 
17 3.67 6-7* 
18 3.37 17-18* 
19 3.4 15-16* 
20 3.7 5 
21 2.93 30 
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Teachers' Principals' 
Mean Mean 
Characteristic Rating Rank Rating Rank 
Effectively articulates the instructional 
goals of the school to staff and students 
giving a sense of purpose to all school 
activities 3.22 
Demonstrates a knowledge of the current 
research on effective instructional 
methods 3.21 
Encourages and helps teachers to set goals 
for growth and improvement and develop 
professionally 3.19 
Regularly evaluates the school's 
instructional program including analyzing 
school-wide test data to identify 
instructional strengths nd weaknesses 
and communicates trends effectively 
to teachers 3 .19 
Demonstrates the ability to improve the 
instructional program of a building 3.15 
Provides helpful feedback/suggestions 
after visiting classrooms 3.11 
Presents timely and effective inservice 
to staff 3. 08 
Conducts regular sessions with teachers 
to discuss and review performance 2.98 
Visits classroom regularly to supervise 
the teaching process 2.91 
*Tied Rank 
TABLE 6 
22 
23 
24 
25 
26 
27 
28 
29 
30 
3.3 
3.33 
3.23 
3.37 
3.3 
3.4 
2.93 
3.17 
3.23 
21-22* 
19-20* 
23-26* 
17-18* 
21-22* 
15-16* 
29 
27 
23-26* 
COMPARISON OF TEACHERS' RATING OF CATEGORIES TO PRINCIPALS' RATING 
Teachers' Principals' 
Category Mean Mean 
Rating Rank Rating Rank 
Principal's Skills/Competencies 3.47 1 3.5 1 
Principal's Knowledge 3.35 2 3.4 3 
Principal's Personal Characteristics 3.27 3 3.43 2 
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The trends in the data indicate that teachers also saw all of 
these characteristics as highly descriptive of their principals. The 
range of mean ratings, 2.91-3.73 was very similar to that given by the 
principals with the median rating of 3.4 being the same as that given 
by the principals. In general, teachers saw different characteristics 
representing a variety of principal roles and including complying with 
district evaluation procedures, encouraging parents and citizens to 
actively participate in school events and activities, contributing to 
building/district committees, staff meetings, and inservices, working 
productively with the PTA to provide appropriate leadership and 
support, and making materials, equipment, and supplies readily 
accessible as most descriptive of their principals. Only complying with 
district evaluation procedures appeared on both the principals' and 
teacher' most descriptive lists. On the other hand, teachers viewed 
such characteristics representing a variety of roles and including 
visiting classrooms regularly to supervise the teaching process, 
conducting regular sessions with teachers to discuss and review 
performance, presenting timely and effective inservice to staff, 
providing helpful feedback/suggestions after visiting classrooms, 
demonstrating the ability to improve the instructional program of a 
building as least descriptive. Interestingly, only visiting classrooms 
regularly to supervise the teaching process and presenting timely and 
effective inservice to staff appeared on both the principals' and the 
teachers' least descriptive list. In addition, teachers agreed with 
principals and rated a principal's competencies and skills as most 
important with knowledge second and personal characteristics third in 
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importance, the order of the latter two being just the reverse of the 
principals and the range of mean ratings larger than that given by the 
principals. A fuller discussion of comparisons between the teacher and 
principal data is given later in this section. 
significant Differences in Teacher Data Sorted By Demographic 
Characteristics of the Principal 
With the trends in the aggregate data noted, the aggregate data 
were then sorted by demographic characteristics of the principals to 
see if significant differences appeared. These characteristics included 
such factors as school size, principal age; principal gender, years of 
principal experience, principal experience in present school, 
principal's highest educational degree, principal's years of teaching 
experience, and the grades taught by the principal. Tables 7 and 8 show 
which characteristics produced significantly different ratings (.05 
level) by subgroups. The following are some of the trends observed in 
the data when sorted out for demographic characteristics of the 
principals under which these teachers teach. The asterisked 
characteristics are ones corresponding to ones also identified by the 
principals at the .05 level of significance The doubled asterisked 
characteristics are ones where the trend identified exists for both 
groups but is significant at the .05 level for one group and at the 
.15 level for the other group. The triple asterisked characteristics 
are one where the significant trend is the opposite of one identified 
by the principals. 
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TEACHER DATA SORTED BY DEMOGRAPHIC FACTORS OF THE PRINCIPALS 
Size of School 
characteristic 
presents evaluations to teachers in 
a fair and considerate manner 
Effectively interprets the 
instructional goals of the school to 
staff and students giving a sense of 
purpose to all school activities 
uses the evaluative rating in the 
evaluation plan in a fair and 
consistent manner 
Fegularly evaluates the school's 
instructional program including 
analyzing school-wide test data to 
identify instructional strengths and 
weaknesses and communicates trends 
effectively to teachers 
works productively with the PTA to 
provide appropriate leadership and 
support 
Significant at .05 level 
Higher rating by teachers 
in buildings of 450+ students 
than teachers in buildings of 
250-450 students 
Higher rating by teachers in 
buildings of 450+ students 
than teachers in buildings 
of 250-450 students 
Higher rating by teachers in 
buildings of 450+ students 
than teachers in buildings 
of 250-450 students 
Higher rating by teachers in 
buildings of less than 250 
students than teachers in 
buildings of 450+ students 
Lower rating by teachers in 
buildings of 251-450 students 
than smaller or larger school 
Age of Principal 
Characteristic 
Is knowledgeable about the major 
curriculum areas and demonstrates 
an understanding of the structure 
of curricula** 
Creates an atmosphere where there is 
an on-going concern for improving 
instructional effectiveness 
Participates in graduate course 
offerings, inservice training and 
conferences aimed at his/her 
professional growth and development** 
Complies with district evaluation 
procedures* 
Significant at .05 level 
Higher rating by teachers working 
under principals age 35 and under 
and age 50+ than principals age 
36-50 
Higher rating by teachers working 
under principals age 35 and under 
and principals age 36-50 
Higher rating by teachers working 
under principals age 35 and under 
than older principals 
Higher rating by teachers working 
under principals age 50+ than 
principals age 36-50 
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TEACHER DATA SORTED BY DEMOGRAPHIC FACTORS OF THE PRINCIPALS 
Age of Principal 
characteristic 
-
Makes materials, equipment, and 
suplies readily accessible 
Encourages parents and citizens to 
actively participate in school 
events and activities 
Effectively articulates the 
instructional goals of the school 
to staff and students giving a sense 
purpose to all school activities 
Demonstrates a knowledge of the 
current research on effective 
instructional methods** 
Effectively interprets the 
instructional program to the school 
community and provides opportunities 
fer parents to support these goals 
and objectives 
Provides helpful feedback/suggestions 
after visiting classrooms 
Involves staff in planning and 
implementation of school and district 
goals 
Regularly evaluates the school's 
instructional program including 
analyzing school-wide test data to 
identify instructional strengths 
and weaknesses and communicates 
trends effectively to teachers** 
Demonstrates the ability to improve 
the instructional ability of a 
building 
Significant at .05 level 
Higher rating by teachers working 
under principals age 35 and under 
than older principals 
Higher rating by teachers working 
under principals age 35 and 
younger than principals age 36-50 
Higher rating by teachers working 
under principals age 35 and 
younger than older principals 
Higher rating by teachers working 
under principals age 35 and 
younger than teachers with 
principals age 36-50 
Higher rating by teachers working 
under principals age 35 and 
younger than teachers with older 
principals 
Higher rating by teachers working 
under principals age 35 and 
younger than teachers with 
principals age 50+ 
Higher rating by teachers working 
under principals age 35 and 
younger than teachers with 
principals age 36-50 
Higher rating by teachers working 
under principals age 35 and 
younger than teachers with 
principals age 36-50 
Higher rating by teachers working 
under principals age 35 and 
younger than teachers with 
principals age 36-50 
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TEACHER DATA SORTED BY DEMOGRAPHIC FACTORS OF THE PRINCIPALS 
Age of Principal 
Characteristic 
-
Keeps faculty informed of upcoming 
events or pertinent information 
presents timely and effective 
inservice to staff 
Significant at .05 level 
Higher rating by teachers working 
under principals age 35 and 
younger than teachers with 
principals age 36-50 
Higher rating by teachers working 
under principals age 35 and 
younger than older principals 
Gender of the Principal 
Characteristic 
Is knowledgeable about the major 
curriculum areas and demonstrates 
an understanding of the structure 
of curricula* 
Presents evaluation to teachers in 
a fair and considerate manner 
Creates an atmosphere where there 
is an on-going concern for improving 
instructional effectiveness 
Participates in graduate course 
offerings, inservice training and 
conferences aimed at his/her 
professional growth and development 
Complies with district evaluation 
procedures 
Conducts regular sessions with 
teachers to discuss and review 
performance 
Keeps parents and the community 
informed about progress, purposes, 
and the nature of the school's 
mission 
Effectively articulates the 
instructional goals of the school 
to staff giving a sense of purpose 
to all school activities 
Significant at .05 level 
Higher rating by teachers 
working under female principals 
Higher rating by teachers 
working under female principals 
Higher rating by teachers 
working under female principals 
Higher rating by teachers working 
under female principals 
Higher rating by teachers working 
under female principals 
Higher rating by teachers working 
under female principals 
Higher rating by teachers working 
under female principals 
Higher rating by teachers working 
under female principals 
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TABLE 7 (Cont.) 
TEACHER DATA SORTED BY DEMOGRAPHIC FACTORS OF THE PRINCIPALS 
Gender of the Principal 
characteristic 
Demonstrates a knowledge of the 
current research on effective 
instructional methods 
Effectively interprets the 
instructional program to the school 
community and provides opportunities 
for parents to support these goals 
and objectives 
Encourages and helps teachers to set 
goals for growth and improvement, 
and develop professionally 
Significant at .OS level 
Higher rating by teachers working 
under female principals 
Higher rating by teachers working 
under female principals 
Higher rating by teachers working 
under female principals 
Visits classrooms regularly to super- Higher rating by teachers working 
vise the teaching process under female principals 
Contributes to building/district 
committees, staff meetings, and 
inservices 
Higher rating by teachers working 
under female principals 
Provides helpful feedback/suggestions Higher rating by teachers working 
after visiting classrooms under female principals 
Communicates criteria used in 
evaluations procedure in a clear 
manner 
Involves staff in planning and 
implementation of school and 
district goals 
Regularly evaluates the school's 
instructional program including 
analyzing school-wide test data to 
identify instructional strengths and 
weaknesses and communicates trends 
effectively to teachers 
Demonstrates the ability to improve 
the instructional program of a 
building 
Higher rating by teachers working 
under female principals 
Higher rating by teachers working 
under female principals 
Higher rating by teachers working 
under female principals 
Higher rating by teachers working 
under female principals 
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TABLE 7 (Cont.) 
TEACHER DATA SORTED BY DEMOGRAPHIC FACTORS OF THE PRINCIPALS 
characteristic 
Gender of the Principal 
Significant at .OS level 
works productively with the PTA to 
provide appropriate leadership and 
support 
Higher rating by teachers working 
under female principals 
rs ethical, professional and discreet Higher rating by teachers working 
with student, staff and parental under female principals 
matters* 
Presents timely and effective 
inservice to staff 
Presents a positive school image to 
the community through effective 
public relations with the 
appropriate news media 
Higher rating by teachers working 
under female principals 
Higher rating by teachers working 
under female principals 
Years of Principal Experience 
Characteristic 
Is knowledgeable about the major 
curriculum areas and demonstrates an 
understanding of the structure of 
curricula 
Participates in graduate course 
offerings, inservice training and 
conferences aimed at his/her 
professional growth and development 
Conducts regular sessions with 
teachers to discuss and review 
performance* 
Effectively articulates the 
instructional goals of the school 
to staff giving a sense of 
purpose to all school activities 
Significant at .05 level 
Higher rating by teachers 
working under principals 
with less than 16 years of 
experience than teachers working 
under principals with 15+ years 
of experience 
Higher rating by teachers working 
under principals with 5 years or 
less experience than teachers 
working under principals with 
15+ years of experience 
Higher rating by teachers working 
under principals with 5 or less 
years of experience than more 
experienced principals 
Higher rating by teachers working 
under principals with less than 
16 years of experience than more 
experienced principals 
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TABLE 7 (Cont.) 
TEACHER DATA SORTED BY DEMOGRAPHIC FACTORS OF THE PRINCIPALS 
characteristic 
Years of Principal Experience 
Significant at .OS level 
oemonstrates a knowledge of the 
research on effective instructional 
instructional methods 
Effectively interprets the 
program to the school community and 
provides opportunities for parents to 
support these goals and objectives 
Encourages and helps teachers to set 
goals for growth and improvement, 
and develop professionally 
Visits classrooms regularly to super 
vise the teaching process** 
Sees than physical facilities are 
kept clean and attractive 
Higher rating by teachers working 
under principals with less than 
16 years of experience than more 
experienced principals 
Higher rating by teachers working 
under principals with less than 
16 years of experience than more 
experienced principals 
Higher rating by teachers working 
under principals with less than 
16 years of experience than more 
experienced principals 
Higher rating by teachers working 
under principals with less than 
16 years of experience than more 
experienced principals 
Higher rating by teachers working 
under principals with 5 or less 
years of experience than more 
experienced principals 
TABLE 7 (Cont.) 
TEACHER DATA SORTED BY DEMOGRAPHIC FACTORS OF THE PRINCIPALS 
Characteristic 
Years of Principal Experience 
Significant at .OS level 
Contributes to building/district 
committees, staff meetings, and 
inservices *** 
Provides helpful feedback/suggestions 
after visiting classrooms** 
Higher rating by teachers working 
under principals with 5 or less 
years experience than with 
principals with 15+ years 
Higher rating by teachers working 
under principals with less than 
16 years of experience than more 
experienced principals 
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TABLE 7 (Cont.) 
TEACHER DATA SORTED BY DEMOGRAPHIC FACTORS OF THE PRINCIPALS 
Years of Principal Experience 
£!!._aracteristic 
Regularly evaluates the school's 
instructional program including 
analyzing school-wide test data to 
identify instructional strengths and 
weaknesses and communicates trends 
effectively to teachers. 
Demonstrates the ability to improve 
the instructional program of a 
building 
works productively with the PTA to 
provide appropriate leadership and 
support 
Significant at .05 level 
Higher rating by teachers working 
under principals with 5 or less 
years of experience than 
principals with 15+ years 
Higher rating by teachers working 
under principals with less than 
16 years of experience than 
more experienced principals 
Higher rating by teachers working 
under principals with 6-15 years 
of experience than more 
experienced principals 
Years of Principal Experience in Present School 
Characteristic Significant at .05 level 
Demonstrates the ability to improve 
the instructional program of a 
building* 
Establishes, facilitates and monitors 
an orderly set of building procedures 
and schedules that results in a 
smoothly operating school* 
Higher rating by principals with 
6-15 years of experience than 
principals with less or more 
experience in their present 
building 
Lower rating by principals with 
5 or less years of building 
experience than principals 
more experience in their present 
Characteristic 
Highest Educational Degree of Principal 
Significant at .05 level 
Creates an atmosphere where there is 
an on-going concern for improving 
instructional effectiveness*** 
Participates in graduate course 
offerings, inservice training and 
conferences aimed at his/her 
professional growth and development 
Higher rating by teachers working 
under principals with Ed.D. than 
with MS/MA or CAS degree 
Higher rating by teachers working 
under a principal with Ed.D than 
with MS/MA or CAS degree 
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TABLE 7 (Cont.) 
TEACHER DATA SORTED BY DEMOGRAPHIC FACTORS OF THE PRINCIPALS 
characteristic 
Highest Educational Degree of Principal 
Significant at .05 level 
complies with district evaluation 
procedures 
degree 
Effectively articulates the 
instructional goals of the school to 
staff and students giving a sense of 
purpose to all school activities 
Demonstrates a knowledge of the 
current research on effective 
instructional methods. 
Visits classrooms regularly to super-
vise the teaching process. 
Provides helpful feedback/suggestions 
after visiting classrooms 
Demonstrates positive staff relation-
ships 
Communicates critieria used in 
evaluation procedure in a clear 
manner 
Uses the evaluative rating in the 
evaluation plan in a fair consistent 
manner 
Works productively with the PTA to 
provide appropriate leadership and 
support 
Is ethical, professional and discreet 
With student, staff and parental 
matters 
Higher rating by teachers working 
under principals with MS/MA 
degree than principals with CAS 
Higher rating by teachers working 
under principals with Ed.D. 
degree than principals with 
MS/MA or CAS degree 
Higher rating by teachers working 
under principals with Ed.D. 
degree than principals with 
MS/MA or CAS degree 
Higher rating by teachers working 
under principals with Ed.D. 
degree than principals with 
MS/MA or CAS degree 
Higher rating by teachers working 
under principals with Ed.D. 
degree than principals with 
MS.MA or CAS degree 
Higher rating by teachers working 
under principals with Ed.D. and 
MS/MA degree than principals 
with CAS degree 
Higher rating by teachers working 
under principals with MS/MA 
degree than CAS degree 
Higher rating by teachers working 
under principals with MS/MA 
degree than CAS degree 
Higher rating by teachers working 
under principals with MS/MA 
degree than CAS degree 
Higher rating by teachers working 
under principals with MS/MA 
degree or Ed.D. degree than CAS 
degree 
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TABLE 7 (Cont.) 
TEACHER DATA SORTED BY DEMOGRAPHIC FACTORS OF THE PRINCIPALS 
Principal's Years of Teaching Experience 
£E,aracteristic 
Is knowledgeable about the major 
curriculum areas and demonstrates an 
understanding of the structure of 
curricula** 
Encourages parents and citizens to 
actively participate in school 
events and activities 
presents evaluation to teachers in 
a fair and considerate manner 
Participates in graduate course 
offerings, inservice training and 
conferences aimed at his/her pro-
fessional growth and development 
Demonstrates a knowledge of the 
current research on effective 
instructional methods.** 
Contributes to building/district 
committees, staff meetings, and 
inservices 
Uses the evaluative rating in the 
evaluation plan in a fair consistent 
manner** 
Regularly evaluates the school's 
instructional program including 
analyzing school-wide test data to 
identify instructional strengths and 
weaknesses and communicates trends 
effectively to teachers. 
Significant at .OS level 
Higher rating by teachers 
working under principals 
with 15+ years of teaching 
experience than ones with less 
teaching experience 
Higher rating by teachers working 
under principals with 5 or less 
years of teaching experience than 
principals with 15+ years 
Higher rating by teachers 
working under principals with 15+ 
years of teaching experience than 
principals with less teaching 
experience. 
Higher rating by teachers working 
under principals with 15+ years 
of teaching experience than 
principals with 6-15 years of 
teaching experience 
Higher rating by teachers working 
under principals with 15+ years 
teaching experience than 
principals with less teaching 
experience 
Higher rating by teachers working 
under principals with 15+ years 
of teaching experience than 
principals with 6-15 years of 
teaching experience 
Higher rating by teachers working 
under principals with 15+ years 
of teaching experience than 
principals with less teaching 
experience 
Higher rating by teachers working 
under principals with 15+ years 
of teaching experience than 
principals with less teaching 
experience. 
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TABLE 7 (Cont.) 
TEACHER DATA SORTED BY DEMOGRAPHIC FACTORS OF THE PRINCIPALS 
characteristic 
Principal's Years of Teaching Experience 
Significant at .OS level 
oemonstrates the ability to improve 
the instructional program of a 
building** 
presents a positive school image to 
the community through effective 
public relations with the 
appropriate news media 
Higher rating by teachers working 
under principals with 6 or more 
years of teaching experience than 
principals with less teaching 
experience. 
Higher rating by teachers working 
under principals with Sor less 
years of teaching experience and 
principals with 15+ years of 
teaching experience than teachers 
working under principals with 
6-15 years of teaching experience 
Characteristic 
Grades Taught by the Principal 
Significant at .OS level 
Is knowledgeable about the major 
curriculum areas and demonstrates an 
understanding of the structure of 
curricula 
Creates an atmosphere where there is 
an on-going concern for improving 
instructional effectiveness 
Presents evaluations to teachers in 
a fair and considerate manner 
Higher rating by teachers 
working under principals 
with special education or 
primary and intermediate teaching 
experience than only intermediate 
teaching experience 
Higher rating by teachers 
working under principals 
with special education teaching 
experience than specialist or 
teachers with only intermediate 
teaching experience 
Higher rating by teachers 
working under principals with 
special education teaching 
experience than principals 
with primary and intermediate 
teaching experience 
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TABLE 7 (Cont.) 
TEACHER DATA SORTED BY DEMOGRAPHIC FACTORS OF THE PRINCIPALS 
characteristic 
Grades Taught by the Principal 
Significant at .05 level 
participates in graduate course 
offerings, inservice training and 
conferences aimed at his/her 
professional growth and development 
conducts regular sessions with 
teachers to discuss and review 
performance 
Keeps parents and the community 
informed about progress, purposes, 
and the nature of the school's 
mission 
Effectively articulates the 
instructional goals of the school to 
staff and students giving a sense of 
purpose to all school activities 
Demonstrates a knowledge of the 
research on effective instructional 
methods 
Higher rating by teachers 
working under principals with 
special education teaching 
experience and primary and inter-
mediate teaching experience over 
only intermediate experience. 
Higher rating by teachers working 
under principals with special 
education teaching experience 
than principals with specialist 
or primary and intermediate 
experience 
Higher rating by teachers working 
under principals with primary and 
intermediate experience over ones 
with only intermediate experience 
Higher rating by teachers working 
under principals with special 
education experience than ones 
with only intermediate grade 
experience 
Higher rating by teachers working 
under principals with special 
education experience or primary 
and intermediate grade experience 
than principals with only inter-
mediate grade experience or 
specialist experience 
Higher rating by teachers working 
under principals with special 
education experience or primary 
and intermediate grade experience 
than principals with only inter-
mediate grade experience or 
specialist experience 
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TABLE 7 (Cont.) 
TEACHER DATA SORTED BY DEMOGRAPHIC FACTORS OF THE PRINCIPALS 
characteristic 
Grades Taught by the Principal 
Significant at .05 level 
Effectively interprets the 
instructional program to the school 
community and provides 
opportunties for parents to support 
these goals 
Encourages and helps teachers to 
set goals for growth and improve-
ment and develop professionally 
Visits classroms regularly to 
supervise the teaching process. 
Sees that physical facilities are 
kept clean and attractive 
Contributes to building/district 
committees, staff meetings, and 
inservices 
Provides helpful feedback/ 
suggestions after visiting 
classrooms 
Higher rating by teachers working 
under principals with special 
education experience or primary 
and intermediate grade experience 
than principals with only inter-
mediate grade experience or 
specialist experience. Higher 
rating by teachers working under 
principals with primary and inter-
mediate experience than principals 
with only intermediate experience 
Higher rating by teachers working 
under principals with special 
education experience or primary 
and intermediate grade experience 
than principals with only inter-
mediate or specialist experience 
Higher rating by teachers working 
under principals with primary and 
intermediate grade experience than 
principals with only intermediate 
or specialist experience 
Higher rating by teachers working 
under principals with primary and 
intermediate grade experience than 
principals with only intermediate 
experience 
Higher rating by teachers working 
under principals with special 
education experience than prin-
cipals with only intermediate 
experience 
Higher rating by teachers working 
under principals with special 
education experience than prin-
cipals with only intermediate 
experience 
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TABLE 7 (Cont.) 
TEACHER DATA SORTED BY DEMOGRAPHIC FACTORS OF THE PRINCIPALS 
Grades Taught by the Principal 
characteristic 
oemonstrates positive staff 
relationships 
Involves staff in planning and imple-
mentation of school and district 
goals 
Regularly evaluates the school's 
instructional program including 
analyzing school-wide test data to 
identify instructional strengths and 
weaknesses and communicates trends 
effectively to teachers. 
Demonstrates the ability to improve 
the instructional program of a 
building 
Establishes, facilitates and monitors 
an orderly set of building procedures 
and schedules that results 
in a smoothly operating school 
Keeps faculty informed of upcoming 
events or pertinent information 
Significant at .OS level 
Higher rating by teachers working 
under principals with only 
intermediate experience and 
special education experience over 
teachers with primary and inter-
mediate experience 
Higher rating by teachers working 
under principals with primary and 
intermediate experience over 
principals with only intermediate 
teaching experience 
Higher rating by teachers working 
under principals with special 
education experience than 
principals with only intermediate 
or specialist experience. Higher 
rating by teachers working under 
principals with primary and 
intermediate experience over 
principals with only intermediate 
grade experience 
Higher rating by teachers working 
under principals with special 
education experience than 
principals with only intermediate 
or specialist experience. Higher 
rating by teachers working under 
principals with primary and 
intermediate experience over 
principals with only intermediate 
grade experience 
Higher rating by teachers working 
under principals with special 
education experience than 
principals with only specialist 
experience 
Higher rating by teachers working 
under principals with special 
education experience than 
principals with primary and 
intermediate teaching experience 
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TABLE 7 (Cont.) 
TEACHER DATA SORTED BY DEMOGRAPHIC FACTORS OF THE PRINCIPALS 
characteristic 
Grades Taught by the Principal 
Significant at .05 level 
presents timely and effective 
inservice to staff 
Presents a positive school image to 
the community through effective 
public relations with the 
appropriate news media 
Higher rating by teachers working 
under principals with special 
education experience than 
principals with inter-
mediate experience or specialist 
experience. Higher rating by 
teachers working under principals 
with primary and intermediate 
experience over principals with 
only intermediate experience 
Higher rating by teachers working 
under principals with special 
education experience over 
principals with only specialist 
experience 
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SIGNIFICANT DIFFERENCES IN TEACHER DATA BASED ON DEMOGRAPHIC 
DIFFERENCES CATEGORIES OF CHARACTERISTICS 
Principal's Principal's Principal's 
oemographic Characteristic Knowledge Comp/Skills Personal Char. 
School Size 
Age of Principal 
Gender of Principal 
Years of Principal 
Experience 
Years of Principal Exp. 
in Present School 
Years of Principal 
Teaching Experience 
Grades Taught by the 
Principal 
Lower rating by 
teachers working 
under principal 
age 35 or younger 
Higher rating by 
teachers working 
under female 
principal 
Lower rating 
by teachers 
working under 
principal with 
15+ years of exp. 
Lower rating by 
teachers working 
None 
Higher rating by 
teachers working 
under female 
principal 
Lower rating 
by teachers working 
under principal 
with 15+ years 
of experience 
under principal with 
6-15 years of experience 
than principals with 
Lower rating by 
teachers working 
under principals 
with 5 or less 
years of 
experience 5 or less years of 
experience or 15+ years* 
Higher rating by 
principal with 
special education 
teaching experience 
than specialist 
experience* 
Highest Educational Degree of 
the Principal 
Higher rating 
by teachers 
working under 
principals with 
Ph.D than lesser 
degrees 
* Corresponds to Significant Trend in Principal Data 
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In addition to the above trends at the .OS level of significance, 
following are additional trends at the .15 level of significance. 
1. Teachers working under younger principals rated them higher 
overall on twenty-seven of the thirty characteristics. The 
exceptions were: 
-Complies with district evaluation procedures 
Uses the evaluative rating in the evaluation plan in a fair 
consistent manner 
-Is ethical, professional and discreet with student, staff 
and parental matters 
They gave their principals higher ratings on the following 
characteristics than teachers working under older principals 
rated their principals: 
-Visits classrooms regularly to supervise the teaching 
process 
-Works productively with the PTA to provide appropriate 
leadership and support 
-Contributes to building/district committees, staff meetings 
and inservices 
Unlike the principals age thirty-five or younger who saw their 
knowledge as most important, teachers working under these 
principals saw their principal's skills as most important, 
personal characteristics second in importance and knowledge third 
in importance. On the other hand, unlike principals age fifty-one 
and older who saw personal characteristics as the most important, 
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teachers working under principals age SO+ viewed the principals 
skills as most important with personal characteristics least 
important. 
2. Teachers working under female principals rated them overall 
higher on twenty-eight of thirty characteristics and particularly 
higher than teachers working under male principals rated their 
principals on the following characteristic: 
-Uses the evaluative rating in the evaluation plan in a fair 
consistent manner 
The only characteristics that they rated them lower than teachers 
working under male principals were facility management related 
characteristics: 
-Makes materials, equipment, and supplies readily accessible 
-Keeps faculty informed of upcoming events or pertinent 
information 
Unlike female principals who rated their personal characteristics 
as the most important in influencing their teachers, teachers 
working under female principals like those working under male 
principals viewed skills/competencies as the most important with 
personal characteristics being the least important. 
3. Teachers working under principals with five or less years of 
experience rated their principals higher on: 
-Uses the evaluative rating in the evaluation plan in a fair 
consistent manner 
Unlike principals with five or less years of experience who rated 
their knowledge as the most important, teachers working under 
these principals saw their skills/competencies as the most 
important. 
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4. Principals with more than fifteen years experience in the 
principalship were rated lower overall by their staffs than 
principals with less experience. Teachers rated these experienced 
principals highest on only the following characteristics: 
-Regularly evaluates the school's instructional program 
including analyzing school-wide test data to identify 
instructional strengths and weaknesses and communicates 
trends effectively to teachers 
-Contributes to building/district committees, staff meetings, 
and inservices* 
-Creates an atmosphere where there is an on-going concern for 
improving instructional effectiveness 
-Is ethical, professional and discreet with student, staff 
and parental matters* 
Principals with more than fifteen years experience in the 
principalship also rated themselves higher on the above 
asterisked characteristics. Unlike principals with more than 
fifteen years of experience who saw personal characteristics as 
the most important, teachers working under these principals saw 
skills/competencies as the most important. 
5. Teachers working for principals with six to fifteen years of 
experience gave higher overall ratings on the majority of 
characteristics. 
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6. Teachers who worked for principals who have been principal in 
their school for over fifteen years rated the following 
characteristics particularly high for their principal: 
-Sees that physical facilities are kept clean and attractive 
-Presents evaluations to teachers in a fair and considerate 
manner 
-Demonstrates positive staff relationships 
-Involves staff in planning and implementation of school and 
district goals 
7. Teachers who worked for principals with more than fifteen 
years of teaching experience rated the following characteristics 
particularly high for their principal: 
-Creates an atmosphere where there is an on-going concern for 
improving instructional effectiveness 
-Participates in graduate course offerings, inservice 
training and conferences aimed at his/her professional growth 
and development 
-Conducts regular sessions with teachers to discuss and 
review performance 
-Encourages and helps teachers to set goals for growth and 
improvement, and develop professionally* 
-Provides helpful feedback/suggestions after visiting 
classrooms 
-Establishes, facilitates and monitors an orderly set of 
building procedures and schedules that results in a smoothly 
operating school. 
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Interestingly, while principals with more than fifteen years of 
teaching experience rated eight characteristics significantly 
higher than other principals, only the one asterisked 
characteristic appeared on both lists. Unlike principals who saw 
skills/competencies as the most important, and like teachers who 
worked under a principal with five or less teaching years of 
experience, teachers working under a principal with more than 
fifteen years of teaching saw a principal's knowledge most 
important, skills second in importance, and personal 
characteristics least in importance. Teachers who worked under a 
principal with six to fifteen years of experience saw skills, 
personal characteristics and knowledge as the order of 
importance. 
8. Teachers working under principals with special education 
teaching experience rated their principal higher on the majority 
of characteristics than teachers with other kinds of teaching 
background. They rated skills, personal characteristics and 
knowledge as the order of importance. 
9. Teachers who worked under principals with a Ph.D. degree rated 
the following higher than teachers working under principals with 
lesser degrees: 
-Encourages parents and citizens to actively participate in 
school events and activities 
-Makes materials, equipment, and supplies readily accessible 
-Effectively interprets the instructional program to the 
school 
school community and provides opportunities for parents to 
support these goals and objectives 
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-Contributes to building/district committees, staff meetings, 
and inservices 
-Involves staff in planning and implementation of school and 
district goals 
-Unlike principals holding CAS or Ph.D. degrees who rated 
their knowledge as most important, teachers working under 
principals with Ph.D degrees saw skills and personal 
characteristics as most important. 
10. Teachers working in buildings of 450+ students rated the 
following characteristics lower than teachers working in smaller 
buildings: 
-Visits classrooms regularly to supervise the teaching 
process 
Like principals of buildings of 450+ students and unlike the 
aggregate teacher data, teachers working under these principals 
rated skills most important, but personal characteristics more 
important than knowledge. 
Unlike the principal data sorted according to the demographic 
characteristics of the principals which produced few significant 
differences, the teacher data sorted according to demographic 
characteristics of the principal with which the teacher worked produced 
many significant differences. In short, while different kinds of 
principals described themselves similarly, teachers working under these 
principals described themselves very differently. Teachers working 
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under younger principals, female principals, principals with six to 
fifteen years of experience, principals with more than fifteen years of 
teaching experience, and principals with special education teaching 
experience rated their principals higher on a majority of 
characteristics particularly instructionally related ones than teachers 
working under older principals, male principals, principals with more 
than fifteen years or experience, principals with fewer than sixteen 
years of teaching experience and principals without special education 
teaching experience. Differences in principal gender and grade taught 
by the principal produced the greatest number of significant 
differences in the data. Teachers working under female principals gave 
higher ratings to the importance of a principal's knowledge and 
competencies/skills than teachers working under male principals, while 
teachers working under principals with more than fifteen years of 
experience rated their principal's knowledge and competencies/skills 
lower than principals with less years of experience. 
Significant Differences in Teacher Data Sorted By Demographic 
Characteristics of the Teacher 
In addition to sorting the teacher data by the demographic 
characteristics of the principal, the data was sorted by the 
demographic characteristics of the teachers including such factors as 
age, class size, gender, number of years of experience under current 
principal, years of teaching experience, years of experience at present 
school, highest educational degree, present grade, rating of 
principal's ability to affect positive instructional change in the 
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school, rating of principal's ability to positively affect the 
teacher's instructional practices, and the effect of the evaluative 
rating aspect of the evaluation system on the teacher's willingness to 
be influenced by his/her principal on instructional matters. 
Tables 9 and 10 shows the significant differences in the data at 
the .05 level of significance. Single asterisked characteristics 
indicate a corresponding significant trend in principal data. Double 
asterisked characteristics indicate a corresponding trend in principal 
data at the .15 level of significance. Triple asterisked 
characteristics indicate an opposite trend in principal data. 
TABLE 9 
TEACHER DATA SORTED BY DEMOGRAPHIC CHARACTERISTICS OF THE TEACHER 
Age of Teacher 
Characteristic 
Promotes and supports order and 
discipline in the school*** 
Participates in graduate course 
offerings, inservice training and 
conferences aimed at his/her 
professionalgrowth and development*** 
Makes materials, equipment, and 
supplies readily accessible 
Significant at .05 level 
Higher rating by teachers age 50+ 
than teachers age 21-40 
Higher rating by teachers age 50+ 
than teachers age 31-50 
Higher rating by teachers age 50+ 
than teachers age 31-40 
Sees that the physical facilities are Higher rating by teachers age 
kept clean and attractive 21-30 and 50+ than age 31-40 
Contributes to building/district 
committees, staff meetings, and 
in services 
Regularly evaluates the school's 
instructional program including 
analyzing school-wide test data to 
identify instructional strengths and 
weaknesses and communicates trends 
effectively to teachers*** 
Higher rating by teachers age 
21-30 than age 31-50 
Higher rating by teachers age 50+ 
than teachers age 31-50 
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TEACHER DATA SORTED BY DEMOGRAPHIC CHARACTERISTICS OF THE TEACHER 
Age of Teacher 
Characteristic 
Establishes, facilitates and 
monitors an orderly set of building 
procedures and schedules that 
results in a smoothly operating 
school* 
Keeps faculty informed of upcoming 
events or pertinent information* 
Presents timely and effective 
inservice to staff 
Significant at .OS level 
Higher rating by teachers age 50+ 
than teachers age 31-40 
Higher rating by teachers age 50+ 
than teachers age 31-40 
Higher rating by teachers age 50+ 
than teachers age 31-40 
Gender of the Teacher 
Characteristic Significant at .OS level 
NONE 
Characteristic 
Experience Under Present Principal 
Significant at .OS level 
Participates in graduate course 
offerings, inservice training and 
conferences aimed at his/her pro-
fessional growth and development 
Regularly evaluates the school's 
instructional program including 
analyzing school-wide test data to 
identify instructional strengths and 
weaknesses and communicates trends 
effectively to teachers 
Higher rating by teachers working 
under principal 5 or less years 
than teachers working under 
principal 6-15 years 
Higher rating by teachers working 
under principal 5 or less years 
than teachers working under 
principal 6-15 years 
Experience in Present School 
Characteristic 
Creates an atmosphere where there is 
an on-going concern for improving 
instructional effectiveness 
Significant at .OS level 
Higher rating by teachers in 
present school 5 or less years 
than teachers who worked in the 
school more years 
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TEACHER DATA SORTED BY DEMOGRAPHIC CHARACTERISTICS OF THE TEACHER 
Experience in Present School 
promotes and supports order and 
discipline in the school 
participates in graduate course 
offerings, inservice training and 
conferences aimed at his/her pro-
fessional growth and development 
complies with district evaluation 
procedures 
Makes materials, equipment, and 
supplies readily accessible 
Keeps parents and the community 
informed about progress, purposes, 
and the nature of the school's 
mission**** 
Demonstrates a knowledge of the 
current research on effective 
instructional methods. 
Effectively interprets the 
instructional program to the school 
community and provides opportunities 
for parents to support these goals 
and objectives 
Encourages and helps teachers to set 
goals for growth and improvement, 
and develop professionally 
Visits classrooms regularly to super-
vise the teaching process 
Contributes to building/district 
committees, staff meetings, and 
inservices 
Higher rating by teachers in 
present school 5 or less years 
than teachers who worked in the 
school 6-15 years 
Higher rating by teachers in 
present school 5 or less years 
than teachers who worked in the 
school more years 
Higher rating by teachers in 
present school 15+ years than 
teachers who worked in the school 
6-15 years 
Higher rating by teachers in 
present school 5 or less years 
than teachers who worked in the 
school 6-15 years 
Higher rating by teachers in 
present school 5 or less years 
than teachers who worked in the 
school 6-15 years 
Higher rating by teachers in 
present school 5 or less years 
than teachers who worked in the 
school more years 
Higher rating by teachers in 
present school 5 or less years 
than teachers who worked in the 
school less years 
Higher rating by teachers in 
present school 5 or less years 
than teachers who worked in the 
school 15+ years 
Higher rating by teachers in 
present school 5 or less years 
than teachers who worked in the 
school more years 
Higher rating by teachers in 
present school 5 or less years 
than teachers who worked in the 
school 6-15 years 
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TEACHER DATA SORTED BY DEMOGRAPHIC CHARACTERISTICS OF THE TEACHER 
Experience in Present School 
characteristic 
provides helpful feedback/suggestions 
after visiting classrooms 
Regularly evaluates the school's 
instructional program including 
analyzing school-wide test data to 
identify instructional strengths and 
weaknesses and communicates trends 
effectively to teachers 
Establishes, facilitates and monitors 
an orderly set of building procedures 
and schedules that results in a smooth-
ly operating school*** 
Keeps faculty informed of upcoming 
events or pertinent information 
Presents a positive school image to 
the community through effective public 
relations with the appropriate news 
media 
Significant at .OS level 
Lower rating by teachers in 
school 15+ years than teachers 
who had worked in the school 
less years 
Higher rating by teachers in 
school 5 or less years than 
teachers who worked more 
years 
Higher rating by teachers in 
school 5 or less years than 
teachers who worked in the 
school 6-15 years 
Higher rating by teachers in 
school 5 or less years or 
15+ years and teachers who 
worked in the school 6-15 
years 
Higher rating by teachers in 
school 5 or less years than 
teachers who worked in the 
school 6-15 years 
Years of Teaching Experience of the Teacher 
Characteristic 
Presents evaluation to teachers in 
a fair and considerate manner 
Makes materials, equipment, and 
supplies readily accessible 
Demonstrates a knowledge of the current 
research on effective instructional 
methods*** 
Significant at .OS level 
Higher rating by teachers with 
5 or less years experience 
than teachers with more 
experience 
Higher rating by teachers with 
15+ years of experience than 
teachers with less experience 
Higher rating by teachers with 
5 or less years of experience 
than 15+ years 
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TEACHER DATA SORTED BY DEMOGRAPHIC CHARACTERISTICS OF THE TEACHER 
Years of Teaching Experience of the Teacher 
Effectively interprets the 
instructional program to the school 
community and provides opportunities 
for parents to support these goals 
and objectives 
Encourages and helps teachers to set 
goals for growth and improvement 
and develop professionally*** 
contributes to building/district 
committees, staff meetings, and 
inservices*** 
Provides helpful feedback/suggestions 
after visiting classrooms** 
Demonstrates positive staff 
relationships*** 
Works productively with the PTA to 
provide appropriate leadership and 
support 
Is ethical, professional and discreet 
with student, staff and parental 
matters*** 
Presents a positive school image to 
the community through effective public 
relations with the appropriate new 
media** 
Higher rating by teachers with 
5 or less years of experience 
than 15+ years 
Higher rating by teachers with 
5 or less years of experience 
than more years 
Higher rating by teachers with 5 
or less years of experience than 
teachers with more experience 
Higher rating by teachers with 5 
or less years of experience than 
teachers with more years 
Higher rating by teachers with 5 
or less years of experience than 
teachers with 6-15 years 
Higher rating by teachers with 5 
or less years of experience than 
teachers with more years 
Higher rating by teachers with 5 
or less years of experience than 
teachers with more experience 
Higher rating by teachers with 5 
or less years of experience than 
teachers with more years 
Characteristic 
Highest Educational Degree of Teacher 
Significant at .OS level 
NONE 
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TEACHER DATA SORTED BY DEMOGRAPHIC CHARACTERISTICS OF THE TEACHER 
Grade Taught By Teacher 
£,taracteristic 
presents evaluation to teachers in 
a fair and considerate manner 
uses the evaluative rating in the 
evaluation plan in a fair consistent 
manner 
Establishes, facilitates and 
montiors an orderly set of building 
procedures and schedules that 
results in a smoothly operating 
school 
Class Size 
Characteristic 
Presents evaluations to teachers in a 
fair and considerate manner 
Provides helpful feedback/suggestions 
after visiting classrooms 
Is ethical, professional and discreet 
with student, staff and parental 
matters 
Presents a positive school image to the 
community through effective public 
relations with the appropriate news 
media 
Significant at .05 level 
Lower rating by special 
education teachers than 
primary, intermediate, or 
specialist teachers 
Higher rating by specialist 
teachers over other teachers 
Higher rating by special 
education teachers over 
intermediate grade teachers 
Significant at .05 level 
Higher rating by teachers with 
classes of 25+ students than 
teachers with smaller classes 
Higher rating by teachers with 
classes of 25+ students than 
teachers with smaller classes 
Higher rating by teachers with 
classes of 25+ students than 
teachers with classes of 16-25 
students 
Lower rating by teachers with 
class size of 16-25 students 
than smaller or larger classes 
Teacher's Rating of Principal on Ability to Bring Positive 
Instructional Change to School 
Characteristic Significant at .05 level 
Significant differences for all factors between all ratings. 
The higher the instructional change rating, the higher the 
rating on each individual factor 
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TEACHER DATA SORTED BY DEMOGRAPHIC CHARACTERISTICS OF THE TEACHER 
Teacher's Rating of Principal on Ability to Bring Positive 
Instructional Change to Teacher 
characteristic 
rs knowledgeable about the major 
curriculum areas and demonstrates an 
understanding of the structure of 
curricula 
Presents evaluations to teachers in 
a fair and considerate manner 
creates an atmosphere where there is 
an on-going concern for improving 
instructional effectiveness 
Promotes and supports order and 
discipline in the schools 
above average over below 
Participates in graduate course 
offerings, inservice training and 
conferences aimed at his/her 
professional growth and development 
Complies with district evaluation 
procedures 
Makes materials, equipment, and 
supplies readily accessible 
Significant at .OS level 
The higher the rating, the 
higher the rating for the 
charateristic. All significant 
except rating average over 
below average 
The higher the change rating, the 
higher the rating for the 
characteristic. All significant 
except rating aver age over 
above average --
The higher the change rating, the 
higher the rating for the 
characteristic 
The higher the change rating, the 
higher the rating for the 
characteristic. All significant 
except rating average or 
average and above average 
over average 
Higher rating by teachers who 
rated change ability above 
average or outstanding over 
average rating.Higher rating by 
those who rated change ability of 
outstanding over above average 
The higher the change rating, the 
higher the rating for the 
characteristic. All significant 
except change rating of average 
over below average and 
outstanding over above average 
Higher rating by teachers who 
rated change ability above 
average or outstan 
change rating of average 
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TEACHER DATA SORTED BY DEMOGRAPHIC CHARACTERISTICS OF THE TEACHER 
Teacher's Rating of Principal on Ability to Bring Positive 
Instructional Change to Teacher 
characteristic 
-
conducts regular sessions with 
teachers to discuss and review 
performance 
Keeps parents and the community 
informed about progress, purposes, 
and the nature of the school's 
mission 
Significant at .OS level 
The higher the change rating, the 
higher the rating for the 
characteristic. All significant 
except change rating of 
outstanding over above average 
The higher the change rating, the 
higher the rating for the 
characteristic 
Effectively articulates the instruct- The higher the change rating, the 
al goals of the school to staff and higher the rating for the 
and students giving a sense of characteristic 
purpose to allschool activities 
Demonstrates a knowledge of the 
research on effective instructional 
methods 
Effectively interprets the instruct-
al program to the school community 
and provides opportunities for 
parents to support these goals and 
objectives 
Encourages and helps teachers to set 
goals for growth and improvement, 
and develop professionally 
The higher the change rating, the 
higher the rating for the 
characteristic 
The higher the change rating, the 
higher the rating for the 
characteristic 
The higher the change rating, the 
higher the rating for the 
characteristic 
Visits classrooms regularly to super- The higher the change rating, the 
vise the teaching process higher the rating for the 
characteristic 
Sees that physical facilities are 
kept clean and attractive 
The higher the change rating, the 
higher the rating for the 
characteristic. All significant 
except change rating of average 
over below average and above 
average over average 
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TEACHER DATA SORTED BY DEMOGRAPHIC CHARACTERISTICS OF THE TEACHER 
Teacher's Rating of Principal on Ability to Bring Positive 
Instructional Change to Teacher 
characteristic 
contributes to building/district 
committees, staff meetings, and 
inservices 
Significant at .OS level 
The higher the change rating, the 
higher the rating for the 
characteristic. All significant 
except change rating of average 
over below average 
provides helpful feedback/suggestions The higher the change rating, the 
after visiting classrooms higher the rating for the 
characteristic 
Demonstrates positive staff 
relationships 
communicates criteria used in 
evaluation procedure in a clear 
manner 
The higher the change rating,the 
higher the rating for the 
characteristic 
The higher the change rating, the 
higher the rating for the 
characteristic 
Involves staff in planning and Higher rating by teachers rating 
implementation of school and district change ability outstanding over 
goals other ratings and above average 
Uses the evaluative rating in the 
evaluation plan in a fair consistent 
manner 
Regularly evaluates the school's 
instructional program including 
analyzing school-wide test data to 
identify instructional strengths and 
weaknesses and communicates trends 
effectively to teachers 
Demonstrates the ability to improve 
the instructional program of a 
building 
Works productively with the PTA to 
provide appropriate leadership and 
support 
over average 
The higher the change rating, the 
higher the rating for the 
characteristic 
The higher the change rating, the 
higher the rating for the 
characteristic. All significant 
except change ability rating of 
average over below average 
The higher the change rating, the 
higher the rating for the 
characteristic 
The higher the change rating, the 
higher the rating for the 
characteristic. All significant 
except change ability rating 
average over below average and 
outstanding over above average 
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TEACHER DATA SORTED BY DEMOGRAPHIC CHARACTERISTICS OF THE TEACHER 
Teacher's Rating of Principal on Ability to Bring Positive 
Instructional Change to Teacher 
characteristic 
-
Is ethical, professional and discreet 
with student, staff and parental 
matters 
Keeps faculty informed of upcoming 
events or pertinent information 
Presents timely and effective 
inservice to staff 
Presents a positive school image to 
the community through effective 
public relations with the 
appropriate news media 
Significant at .05 level 
The higher the change rating, the 
higher the rating for the 
characteristic. All significant 
except change ability rating 
above average over average 
The higher the change rating, the 
higher the rating for the 
characteristic. All significant 
except change ability rating 
outstanding over above average 
The higher the change rating, the 
higher the rating for the 
characteristic. All significant 
except change ability rating 
average over below average 
The higher the change rating, the 
higher the rating for the 
characteristic. 
Effect of Evaluative Rating on Teachers' Willingness to Accept 
Principal's Instructional Suggestions 
Characteristic 
Complies with district evaluation 
procedures 
Encourages and helps teachers to set 
goals for growth and improvement, 
and develop professionally 
Communicates criteria used in 
evaluation procedure in a clear 
manner 
Significant at .05 level 
Higher rating by teachers who 
rated rating as positive or 
very positive 
Higher rating by teachers who 
rated rating as very positive 
over those who rated it as 
positive 
Higher rating by teachers who 
rated rating as positive over 
those who rated is a neutral 
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SIGNIFICANT DIFFERENCES IN TEACHER DATA BASED ON DEMOGRAPHIC 
DIFFERENCES 
CATEGORIES OF CHARACTERISTICS 
Principal's Principal's 
Demographic Characteristic Knowledge Comp/Skills 
Principal's 
Personal Char. 
school Size 
Age of Teacher 
Gender of Teacher 
Years of Teaching 
Experience 
Years of Experience 
in Present School 
Grades Taught by the Teacher 
Highest Educational Degree 
of the Teacher 
than MS/MA degree 
Class Size 
Experience Under Present 
Principal 
None 
Higher rating by 
teachers age 21-30 
than older teachers 
Higher rating by 
female teachers 
Lower rating 
by teachers 
with 15+ 
Higher rating 
by teachers 
with 5 or less 
of experience years of 
experience 
Higher rating by 
teachers with 
5 or less years 
of experience than 
6-15 years 
Lower rating by 
intermediate 
teachers than 
other teachers* 
Lower rating by 
teachers with 
BS/BA degree 
Lower rating by 
teachers with 
class size of 
25+ 
NONE 
*Corresponds to significant trend in principal data 
***Opposite to trend in principal data 
Higher rating 
by teachers 
with 5 or 
less years of 
exp. than 
6-15 years*** 
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SIGNIFICANT DIFFERENCES IN TEACHER DATA BASED ON DEMOGRAPHIC 
DIFFERENCES 
CATEGORIES OF CHARACTERISTICS 
oemographic Characteristic 
Teacher Rating on 
Principal's Ability to 
positively Affect Instruct-
ional Change in School 
Teacher Rating on 
Principal's Ability to 
Positively Change Teacher's 
Instructional Methods 
Teacher's Rating of the 
Effect of Rating System 
on Teacher's Willingness 
to Accept Principal's 
Instructional Suggestions 
Principals Principal's Principal's 
Knowledge Comp/Skills Personal Char. 
Lower rating by 
teachers who 
rated principal 
below average 
the higher the rating on this 
characteristic, the higher the 
rating on these two categories 
Higher rating by 
teachers who saw 
the system as 
having a very positive 
effect on instruction 
*Corresponds to significant trend in principal data 
***Opposite to trend in principal data 
In addition to the above trends significant at the .05 level of 
significance, following are additional trends at the .15 level of 
significance that should also be noted from the data sorted by 
demographic factors of the participating teachers. Single asterisked 
characteristics indicate a corresponding significant trend at the .05 
level of significance in principal data. Double asterisked 
characteristics indicate a corresponding trend in principal data at the 
.15 level of significance. Triple asterisked characteristics indicate 
an opposite trend in the principal data. 
1. Teachers age fifty-one and older rated their principals 
overall higher than those of younger teachers. They saw skills as 
most important, personal characteristics second in importance, 
and knowledge as least important. In addition, they rated the 
~ 
following characteristics particularly higher than younger 
teachers: 
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-Presents a positive school image to the community through 
effective public relations with the appropriate news media. 
-Involves staff in planning and implementation of school and 
district goals. 
-Complies with district evaluation procedures* 
-Effectively articulates the instructional goals of the 
school to staff and students giving a sense of purpose 
to all school activities 
-Demonstrates the ability to improve the instructional 
program of a building 
2. Teachers age twenty-one to thirty saw knowledge as most 
important, skills second in importance, and personal 
characteristics least important and rated their principal lower 
on the following: 
-Uses the evaluative rating in the evaluation plan in a fair 
consistent manner 
3. Teachers with five or less years of teaching experience rated 
their principals generally higher on all characteristics and 
particularly higher on the following characteristics than 
teachers with more experience: 
-Uses the evaluative rating in the evaluation plan in a fair 
consistent manner*** 
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-Is knowledgeable about the major curriculum areas and 
demonstrates an understanding of the structure of curricula 
*** 
-Sees that physical facilities are kept clean and attractive 
-Establishes, facilitates and monitors an orderly set of 
building procedures and schedules that results in a smoothly 
operating school 
4. Teachers with more than fifteen years of teaching experience 
rated their principal overall lower than teachers with less 
experience. 
5. Primary and intermediate teachers rated their principals 
higher than specialists and special education teachers on the 
following: 
-Demonstrates positive staff relationships 
6. Intermediate teachers rated their principals higher than 
specialists on the following: 
-Presents timely and effective inservice to staff 
7. Primary and special education teachers rated their principal 
higher on the following characteristics than other teachers: 
-Demonstrates a knowledge of the current research on 
effective instructional methods 
8. Special education teachers saw knowledge as first in 
importance, skills second, and personal characteristics least 
important and rated their principals higher on the following than 
did other teachers: 
-Keeps parents and the community informed about progress, 
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purposes, and the nature of the school's mission. 
-Establishes, facilitates and monitors an orderly set of 
building procedures and schedules that results in a smoothly 
operating school. 
-Regularly evaluates the school's instructional program 
including analyzing school-wide test data to identify 
instructional strengths and weaknesses and communicates 
trends effectively to teachers. 
9. Teachers with five or less years in the school rated their 
principals higher on the following than did other teachers: 
-Encourages parents and citizens to actively participate in 
school events and activities 
-Complies with district evaluation procedures (over 6-15 
years) 
-Effectively articulates the instructional goals of the 
school to staff and students giving a sense of purpose to all 
school activities*** 
10. Teachers with more than fifteen years in the school rated 
knowledge as most important over skills and personal 
characteristics and rated their principals higher on the 
following than did other teachers: 
-Presents evaluations to teachers in a fair and considerate 
manner 
-Complies with district evaluation procedures (over 6-15 
years) 
-Sees that physical facilities are kept clean and attractive 
-Demonstrates positive staff relationships 
and lower on the following than did other teachers: 
-Demonstrates the ability to improve the instructional 
program of a building* 
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11. Teachers with class size of fifteen or less rated knowledge 
as most important, followed by skills, and then personal 
characteristics, and rated their principals higher on the 
following than did other teachers: 
-Participates in graduate course offerings, inservice 
training and conferences aimed at his/her professional growth 
and development 
12. Teachers with class size of twenty-six or more students rated 
skills as most important, personal characteristics second, and 
knowledge third in importance and rated their principals higher 
on the following than did other teachers: 
-Uses the evaluative rating in the evaluation plan in a fair 
,consistent manner 
-works productively with the PTA to provide appropriate 
leadership and support 
13. Teachers with MS/MA degrees rated their principals higher on 
the following than did teachers with BS/BA degrees 
-Provides helpful feedback/suggestions after visiting 
classrooms 
14. Teachers who rated the effect of the evaluation rating as 
very positive rated knowledge as first importance, followed by 
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skills and then personal characteristics, and rated the following 
higher than other teachers: 
-Participatls in graduate course offerings, inservice 
training and conferences aimed at his/her professional growth 
and development 
-Establishes, facilitates and monitors an orderly set of 
building procedures and schedules that results in a smoothly 
operating school 
15. Unlike female teachers who saw skills as most important, 
knowledge second in importance and personal characteristics third 
in importance, male teachers saw personal characteristics as most 
important, skills second in importance and knowledge least in 
importance. 
16. Unlike teachers who rated their principal higher on their 
ability to positively influence instructional change at their 
school, teachers who rated their principal average or below 
average rated knowledge as most important, personal 
characteristics second and competencies/skills third in 
importance. 
17. Unlike teachers who rated their principal higher on his/her 
ability to postively influence their teaching, teachers who rated 
their principal below average rated knowledge as most important, 
and skills and personal characteristics both a distant second and 
third. 
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Analysis and Discussion of Results 
In analyzing the teacher data, several interesting trends 
emerged. First, teachers saw principals as more school/community 
relations oriented than principals see themselves. On the teachers' 
list of the five most descriptive characteristics, not one curriculum 
instructional leadership or staff development characteristic appeared. 
In addition, the one characteristic that appeared on both the teachers' 
and principals' most descriptive list pertains to complying with 
district evaluation procedures. This may be a fundamental 
characteristic/behavior that principals must be perceived to have to be 
considered an instructional leader as it most directly affects the 
teacher's continued employment in a district. In contrast, there was 
more agreement between principals and their teachers on the five least 
descriptive characteristics. Interesting, teachers saw visiting the 
classrooms regularly to supervise the teaching process and presenting 
timely and effective inservice to staff as least descriptive and 
principals agreed. It is interesting to note that all five 
characteristics on the teachers' least descriptive list are curriculum 
and instructional leadership or staff development characteristics. This 
may suggest that other characteristics/behaviors are more directly 
related to a principal being perceived as an instructional leader than 
visiting classrooms, discussing performance, providing feedback, 
presenting inservice and demonstrating the ability to improve the 
instructional program, or that these teachers do not really regard 
their principal as an effective instructional leader. 
While the ratings and rankings of the various characteristics 
were quite similar to that of the principals, several characteristics 
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received very different ratings and rankings from the two groups. 
principals considered the following characteristics more descriptive of 
principals than did teachers: 
-Promotes and supports order and discipline in the school 
-Visits classrooms regularly to supervise the teaching process 
-Provides helpful feedback/suggestions after visiting classrooms 
-Demonstrates positive staff relationships 
-Uses the evaluative rating in the evaluation plan in a fair 
consistent manner 
-Regularly evaluates the school's instructional program 
including analyzing school-wide test data to identify 
instructional strengths and weaknesses and communicates 
trends effectively to teachers 
On the other hand, teachers considered the following characteristics 
more descriptive of the principals than did principals: 
-Is knowledgeable about the major curriculum areas and 
demonstrates an understanding of the structure of the curricula 
-Encourages parents and citizens to actively participate in 
school events and activities 
-Participates in graduate course offerings, inservice training 
and conferences aimed at his/her professional growth and 
development 
-Keeps parents and the community informed about progress, 
purposes and the nature of the school's mission 
In this data, teachers again perceived their principal more 
involved with community/school relations and less involved with 
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curriculum and instructional leadership and staff development tasks 
with principals partly agreeing. It is not clear whether this is really 
a difference in priorities. One possibility is that principals who 
regard themselves as effective instructional leaders would like to 
spend more time visiting classrooms and presenting timely and effective 
inservice to teachers but spend their time doing other 
non-instructional tasks that teachers consider more important, but when 
done well, give principals more credibility as an instructional leader 
than being effective on the actual curriculum/instructional leadership 
tasks. 
In addition to these possibilities in the aggregate data, the 
sorted data produced many interesting trends. First, there were far 
more significant differences in the sorted teacher data than the sorted 
principal data. Whether different types of teachers really viewed 
their principal more differently than different types of principals 
viewed themselves or that this difference was simply due to the 
statistical probability of finding fewer significant differences in a 
sample of thirty-one principals compared to 242 teachers is not clear. 
In addition to the number of differences in the teacher data versus the 
principal data, it is intriguing to find that by far, the most marked 
trend is that more significant differences in the teacher data appeared 
when the data was sorted by demographic differences in the principal 
with which the teacher is working than demographic differences in the 
teachers themselves. For example, there were fifteen significant 
differences pertaining to principal age, twenty-five for principal 
gender, fourteen for principal experience, twelve for principal's 
highest educational degree, ten for principal's teaching experience, 
and twenty-two for the grades the principal taught before becoming a 
principal compared to only three for the grade taught by the teacher 
and none for differences in teachers educational degree or teacher 
gender. 
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Of the demographic characteristics of principals, teachers viewed 
female principals, principals with more teaching experience, younger 
principals and principals with five or less years of experience as more 
instructionally oriented. 
Like principals age thirty-six to fifty who rated themselves 
overall higher than other principals, teachers generally rated 
principals age thirty-six to fifty higher, yet they rated principals 
age thirty-five or younger higher on instructionally oriented tasks 
than teachers working under older principals. One possible explanation 
is that these principals are really more skilled on instructional 
matters having come from classroom teaching more recently than older 
principals, or the effect may be due to the possibility that people new 
to a job often work harder than those who have been at it for a while. 
On the other hand, teachers working under older principals felt that 
they better complied with district evaluation procedures. This may be 
due to the fact that older principals may have been in their building 
longer and had more time to discuss, clarify and work through 
procedures than younger principals. 
The largest number of significant differences in descriptive 
ratings came in the gender data. Female principals consistently were 
rated higher on most of the characteristics. Interestingly, few 
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differences emerged in the way female and male principals rated 
themselves. Even more interesting, there were no significant 
differences on any demographic factor in the way female and male 
teachers rated their principal except for the fact that male principals 
rated a principal's personal characteristics as most important and 
knowledge as least important while female teachers saw their skills as 
most important and personal characteristics least important. Thus male 
and female teachers saw female principals overall more effective on the 
thirty characteristics while at the same time, female principals did 
not perceive the differences in their effectiveness over their male 
counterparts to the same extent that teachers indicated in their 
ratings. Of note, female principals saw their personal characteristics 
as more important than teachers who worked with them. 
As to the differences in ratings attributable to demographic 
differences in teachers, older teachers rated their principals higher 
overall than other teachers and particularly higher on facility 
management tasks such as making materials accessible, establishing and 
monitoring an orderly set of building procedures, and keeping faculty 
informed of upcoming events. This may indicate that older teachers are 
either served better by their principal than other teachers, required 
less service from their principals, or have better relationships with 
their principals than other teachers and note performance on facility 
management tasks which may correlate higher to what they consider 
important in a principal. Younger teachers may have given their 
principals lower ratings on their ability to use the evaluative rating 
in a fair consistent manner because they have not worked with the 
principal long 
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enough to know his/her criteria for evaluation or develop with him/her 
common perceptions of how he/she behaves as a teacher. However, 
teachers with five or less years of experience in teaching or in their 
present building rated their principal higher on more characteristics 
than other teachers, including their ability to use the evaluative 
rating in a fair consistent manner. This may indicate that the relative 
problem that younger teachers have with their principal over the 
evaluative rating may be a function of some other factor than teaching 
experience, and/or that less experienced teachers receive greater 
service from and are more dependent on the principal for favors, help, 
etc than more experienced teachers. 
Another important trend is the overall lower ratings by teachers 
with 15+ years of experience, and the lower rating in particular of the 
principal's demonstration of the ability to improve the instructional 
program of a building. This may reflect older teachers' diminishing 
dependency on the principal. The lower rating given by special 
education teachers to their principal's ability to present evaluations 
to teachers in a fair and considerate manner may reflect some 
discomfort on the part of special education teachers being evaluated by 
principals rather than special education administrators. In addition, 
their higher rating on their principal's establishing, facilitating and 
monitoring procedures and schedules may reflect their high dependency 
on this for their programs to run smoothly. The correlation of 
descriptive characteristics to the teacher's rating of the principal's 
ability to bring positive instructional change to the school and to the 
teacher is self-explanatory in that these overall judgments should be 
dependent on 
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the degree their principal displays these characteristics. At the same 
time, differences in the way teachers viewed the instructional effect 
of the evaluative rating system produced only three significant 
differences in their ratings of their principals on the 
characteristics, two of which indicated that higher ratings were 
correlated to the principal's ability to implement the evaluation 
procedure itself. 
Younger teachers, female teachers, teachers with five or less 
years experience, and teachers who saw the evaluation rating as having 
a very positive effect on their willingness to accept instructional 
suggestions from their principal rated their principals knowledge 
higher than other teachers. In contrast, teachers with more than 
fifteen years of experience, intermediate teachers, teachers with BS/BA 
degrees rather than MS/MA degrees and teachers with more than twenty-
five students in their class rated their principals knowledge lower 
than other teachers. This may reflect the openness of younger less 
experienced teachers to suggestions that may familiarize themselves 
with their principal's knowledge. Interestingly, teachers who rated 
their principal's ability to positively affect instructional practices 
in the school below average rated a principal's knowledge as most 
important and their principal's personal characteristics significantly 
lower than other teachers while rating them similar to other teachers 
on their knowledge and skills. This would suggest that teachers who do 
not see their principal as bringing positive instructional change to 
their building see a principal's knowledge as very important and their 
personal characteristics critically important to their effectiveness. 
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Principals with more than fifteen years of experience were seen 
as less instructionally oriented by their staffs than less experienced 
principals were viewed. Principals with more than fifteen years agreed 
to some extent, yet saw themselves as more active contributors to 
building/district committees, staff meetings, and inservices than did 
their teachers. It is not clear whether this is due to factors within 
the career cycle of principals or due to the different qualities that 
were important when principals were hired fifteen years ago compared to 
the last five years. 
As did the principals, teachers working under principals with 
more than fifteen years of teaching experience, particularly if it 
included special education experience, rated their principal higher on 
instructional characteristics. Because special education teaching 
experience provides more experience with learning problems than does 
regular education experience and more direct work with meeting 
children's different learning styles, this may give a principal with 
this background some added credibility on instructional matters. In 
addition, special education teachers have more experience with skills 
important to succeeding in other principal tasks such as working with 
schedules and coordinating with regular education teachers. 
One final interesting trend is the disagreement between trends in 
the teacher data sorted by demographics of the teacher with the trends 
in the principal data sorted by the demographics of the principal 
(indicated by***). It would appear that younger or less experienced 
principals do not view themselves the same way as they are viewed by 
younger or less experienced teachers. 
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Research Question #3 
what personal/professional characteristics/behaviors do teachers and 
principals believe should be present in their principals if he/she is 
to positively influence their teaching? 
After identifying the characteristics that effective 
instructional leaders were perceived to have, the study turned itself 
to investigating its central problem. What are the principal 
characteristics/behaviors that most influence teachers to positively 
change their instructional practices whether their principal possessed 
them or not? Are they directly or indirectly related to those thought 
to be traditionally associated with instructional leadership? 
In order to gather this information, in addition to identifying 
those characteristics that principals and teachers rated highest for 
principals self-identified as effective instructional leaders, teachers 
and principals were asked to identify which of these characteristics 
were most influential in positively affecting their instruction whether 
or not their principal displayed the characteristic/behavior. The 
aggregate results of the principal and teacher data are presented 
followed by the significant differences (at the .05 and .15 level of 
significance) in the data sorted by demographic characteristics of the 
principals and teachers. While brief summaries of the data are 
interspersed throughout the presentation, a detailed analysis and 
discussion of the results together with suggested implications of the 
interrelationships with the data from other research questions is 
presented at the end of the section. 
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Aggregate Results 
Table 11 shows the average rating and ranking in importance for each of 
the characteristics by principals and teachers. 
TABLE 11 
CHARACTERISTICS IDENTIFIED BY TEACHERS AND PRINCIPALS AS MOST 
INFLUENTIAL IN POSITIVELY INFLUENCING TEACHERS' INSTRUCTIONAL PRACTICES 
Characteristic 
Principal 
Mean 
Rating Rank 
Is knowledgeable about the major curriculum 
areas and demonstrates an understanding of 
the structure of curricula 3.1 
Encourages parents and citizens to actively 
participate in school events and activities 2.8 
Presents evaluations to teachers in a fair 
and considerate manner 
Creates an atmosphere where there is an 
on-going concern for improving instructional 
3.33 
effectiveness 3.67 
Promotes and supports order and discipline 
in the school 3.63 
Participates in graduate course offerings, 
inservice training and conferences aimed at 
his/her professional growth and development 2.63 
Complies with district evaluation procedures 2.93 
Makes materials, equipment, and supplies 
readily accessible 3.4 
19 
29 
Teacher 
Mean 
Rating Rank 
3.27 14 
2.93 28 
5-8* 3.55 4 
1 
2 
30 
25 
3 
3.58 
3.55 
2.76 
3.20 
3.58 
1-2* 
6 
30 
18 
1-2* 
Conducts regular sessions with teachers to 
discuss and review performance 3.27 9-10* 3.14 21 
Keeps parents and the community informed 
about progress, purposes, and the nature of 
the school's mission 3.03 20 3.15 
Effectively articulates the instructional 
goals of the school to staff and students 
giving a sense of purpose to all school 
activities 
*Tied Rank 
3.23 12-14* 3.21 
20 
17 
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CHARACTERISTICS IDENTIFIED BY TEACHERS AND PRINCIPALS AS MOST 
INFLUENTIAL IN POSITIVELY INFLUENCING TEACHERS' INSTRUCTIONAL PRACTICES 
Principal Teacher 
Mean Mean 
characteristic Rating Rank Rating Rank 
oemonstrates a knowledge of the current 
research on effective instructional methods 3.17 
Effectively interprets the instructional 
program to the school community and provides 
opportunities for parents to support these 
goals and objectives 2.83 
Encourages and helps teachers to set goals 
for growth and improvement, and develop 
professionally 2.97 
Visits classroom regularly to supervise the 
teaching process 3.23 
sees that physical facilities are kept clean 
and attractive 2.97 
Contributes to building/district committees, 
staff meetings, and inservices 2.83 
Provides helpful feedback/suggestions after 
visiting classrooms 3.27 
Demonstrates positive staff relationships 3.33 
Communicates criteria used in evaluation 
procedure in a clear manner 3.2 
Involves staff in planning and 
implementation of school and district goals 3.13 
Uses the evaluative rating in the evaluation 
plan in a fair consistent manner 3.25 
Regularly evaluates the school's 
instructional program including analyzing 
school-wide test data to identify 
instructional strengths and weaknesses and 
communicates trends effectively to teachers 3.17 
Demonstrates the ability to improve the 
instructional program of a building 3.37 
Works productively with the PTA to provide 
appropriate leadership and support 2.83 
*Tied Rank 
17 3.23 
28 2.93 
22-24* 3.31 
12-14* 2.99 
22-24* 3.11 
26 3.01 
9-10* 3.40 
5-8* 3.51 
15 3.42 
18 3.24 
11 3.39 
16 3.10 
4 3.33 
27 2.82 
16 
27 
13 
26 
22 
24 
10 
5 
9 
15 
11 
23 
12 
29 
175 
TABLE 11 (Cont.) 
CHARACTERISTICS IDENTIFIED BY TEACHERS AND PRINCIPALS AS MOST 
INFLUENTIAL IN POSITIVELY INFLUENCING TEACHERS' INSTRUCTIONAL PRACTICES 
Characteristic 
Principal 
Mean 
Rating Rank 
Teacher 
Mean 
Rating Rank 
Establishes, facilitates and monitors an 
orderly set of building procedures and 
schedules that results in a smoothly 
operating school 3.23 12-14* 3.47 7 
Is ethical, professional and discreet with 
student, staff and parental matters 3.33 
Keeps faculty informed of upcoming events 
or pertinent information 3.33 
Presents timely and effective inservice to 
staff 3 
Presents a positive school image to the 
community through effective public 
relations with the appropriate news media 2.97 
5-8* 3.57 3 
5-8* 3.46 8 
21 3.15 19 
22-24* 3.01 25 
The aggregate data indicate that principals believed that the 
four most influential characteristics in order of importance are: (The 
asterisked characteristics were also highest rated in the ratings by 
principals for research question number one) creates an atmosphere 
where there is an on-going concern for improving instructional 
effectiveness*, promotes and supports order and discipline in the 
school, makes materials, equipment, and supplies readily accessible*, 
and demonstrates the ability to improve the instructional program of a 
building. Thus principals saw only two of what they consider most 
influential as most descriptive of themselves. 
In contrast, the aggregate data indicate that teachers believed 
that the five most important characteristics in order of importance 
are: makes materials, equipment, and supplies readily accessible*, 
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creates an atmosphere where there is an on-going concern for improving 
instructional effectiveness*,is ethical, professional and discreet with 
student, staff and parental matters, communicates criteria used in 
evaluation procedure in a clear manner, and demonstrates positive staff 
relationships. Interestingly, none of these characteristics were on the 
teachers' priority list of identified characteristics for research 
question number two thus indicating that teachers do not see their 
principals giving priority to instructionally influential 
characteristics/behaviors. The two asterisked characteristics appeared 
on both the principal and teacher priority list of influential 
characteristics indicating that both principals and teachers believe 
that making materials, equipment, ang supplies readily accessible and 
creating an atmosphere where there is an on-going concern for improving 
instructional effectiveness are highly instructionally influential 
characteristics. 
An additional trend in the data indicates that there was a 
greater correlation between the principals' and teachers' rating and 
ranking of influential factors than between their descriptive ratings 
of characteristics for research questions number one and number two. 
However, principals considered the following as more influential than 
teachers: conducts regular sessions with teachers to discuss and review 
performance, effectively articulates the instructional goals of the 
school to staff and students giving a sense of purpose to all school 
activities, and visits classrooms regularly to supervise the teaching 
process. On the other hand, teachers considered the following as more 
instructionally influential than principals: encourages and helps 
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teachers to set goals for growth and improvement, and develop 
professionally, communicates criteria used in evaluation procedure in a 
clear manner, and establishes, facilitates and monitors an orderly set 
of building procedures and schedules that results in a smoothly 
operating school. 
Significant Differences in Principal Data Sorted By Demographic 
Characteristics of Principal 
After analyzing the aggregate data, the data were again sorted 
for differences in rating by school size, principal age, principal 
gender, years of principal experience, principal experience in present 
school, years of teaching before becoming a principal, grades taught by 
principal, and highest educational degree held by the principal. Table 
12 shows the significant differences in the ratings for each of these 
characteristics. The single asterisked characteristics correspond to 
the significant trends identified by the principals in research 
question number one. The doubled asterisked characteristics correspond 
to the trends identified by the principals in research question number 
one at the .15 level of significance. The tripled asterisked 
characteristics identify trends that are the opposite of what 
principals identified in question number one. 
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CHARACTERISTICS IDENTIFIED BY PRINCIPALS AS MOST INFLUENTIAL IN 
POSITIVELY INFLUENCING THEIR TEACHERS INSTRUCTIONAL PRACTICES 
ACCORDING TO DEMOGRAPHIC DIFFERENCES OF THE PRINCIPAL 
Size of the School 
Characteristic 
Keeps parents and the community 
informed about progress, purposes, an 
the nature of the school's mission* 
Keeps faculty informed of upcoming 
events or pertinent information 
Significant at .OS level 
Higher rating by principals 
of buildings with 450+ students 
than buildings of 251-450 
students 
Higher rating by principals of 
of buildings with 450+ students 
than buildings of 250 or less 
students 
Age of Principal 
Characteristic 
Effectively interprets the 
program to the school community and 
provides opportunities for parents to 
support these goals and objectives 
Encourages and helps teachers to set 
goals for growth and improvement, 
and develop professionally 
Sees that physical facilities are 
kept clean and attractive 
Demonstrates positive staff 
relationships** 
Communicates criteria used in 
procedure in a clear manner 
Establishes, facilitates and monitors 
an orderly set of building procedures 
and schedules that results in a 
smoothly operating school** 
Presents timely and effective 
inservice to staff 
Significant at .OS level 
Higher rating by principals age 
35 years or less than older 
principals 
Higher rating by principals age 
35 years or less than 
older principals 
Higher rating by principals 
age 50+ than principals 
age 36-50 
Higher rating by principals 
age 50+ than younger principals 
Lower rating by principals age 
35 years or less than older 
principals 
Higher rating by principals 
age 50+ than younger principals 
Higher rating by principals age 
years or younger than older 
principals 
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CHARACTERISTICS IDENTIFIED BY PRINCIPALS AS MOST INFLUENTIAL IN 
POSITIVELY INFLUENCING THEIR TEACHERS INSTRUCTIONAL PRACTICES 
ACCORDING TO DEMOGRAPHIC DIFFERENCES OF THE PRINCIPAL 
Gender of the Principal 
characteristic Significant at .05 level 
rs knowledgeable about the major 
curriculum areas and demonstrates an 
understanding of the structure of 
curricula* 
Establishes, facilitates and monitors 
an orderly set of building procedures 
and schedules that results in a 
smoothly operating school 
Higher rating by female 
principals 
Higher rating by male 
principals 
Years of Principal Experience 
Characteristic 
Makes materials, equipment, and 
supplies readily accessible 
Conducts regular sessions with 
teachers to discuss and review 
performance 
Significant at .05 level 
Higher rating by principals with 
6-15 years experience over prin-
cipals with 5 or less years of 
experience 
Higher rating by principals with 
15 or less years of experience 
than more experienced principals 
Effectively articulates the instruct- Higher rating by principals with 
ional goals of the school to staff and 6-15 years of experience than 
students giving a sense of purpose to more experienced principals 
all school activities 
Encourages and helps teachers to set 
goals for growth and improvement, 
and develop professionally 
Visits classrooms regularly to super-
vise the teaching process** 
Demonstrates the ability to improve 
the instructional program of a 
building 
Higher rating by principals with 
6-15 years of experience than 
more experienced principals 
characteristic 
Higher rating by principals with 
15 or less years of experience 
than more experienced principals 
Higher rating by principals with 
6-15 years of experience than 
more experienced principals 
TABLE 12 (Cont.) 
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CHARACTERISTICS IDENTIFIED BY PRINCIPALS AS MOST INFLUENTIAL IN 
POSITIVELY INFLUENCING THEIR TEACHERS INSTRUCTIONAL PRACTICES 
ACCORDING TO DEMOGRAPHIC DIFFERENCES OF THE PRINCIPAL 
Years of Principal Experience in Present School 
characteristic 
Is knowledgeable about the major 
curriculum areas and demonstrates 
an understanding of the structure 
the curricula 
Presents evaluation to teachers in 
a fair and considerate manner 
Visits classrooms regularly to 
supervise the teaching process 
Characteristic 
Demonstrates the ability to improve 
the instructional program of a 
building* 
Works productively with the PTA to 
provide appropriate leadership and 
support 
Significant at .05 level 
Higher rating by principals in 
building 6-15 years than 
principals who were in their 
building more years 
Higher rating by principals in 
building 6-15 years than principal 
who were in their building less 
or more years 
Higher rating by principals in 
building 6-15 years than 
principal in building more years 
Significant at .05 level 
Higher rating by principals in 
building 6-15 years than 
principal in building more or 
less years 
Higher rating by principals in 
building 6-15 years than prin-
cipals in building more or less 
years 
Principal's Years of Teaching Experience 
Characteristic 
Presents evaluations to teachers in 
a fair and considerate manner 
Keeps parents and the community 
informed about progress, purposes, 
and the nature of the school's 
mission* 
Significant at .05 level 
Lower rating by principals 
with 5 or less years teaching 
experience 
Lower rating by principals 
with 5 or less years teaching 
experience than principals with 
more teaching experience 
TABLE 12 (Cont.) 
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CHARACTERISTICS IDENTIFIED BY PRINCIPALS AS MOST INFLUENTIAL IN 
POSITIVELY INFLUENCING THEIR TEACHERS INSTRUCTIONAL PRACTICES 
ACCORDING TO DEMOGRAPHIC DIFFERENCES OF THE PRINCIPAL 
Characteristic 
Teaching Experience of Principal-Grade 
Significant at .05 level 
Is knowledgeable about the major 
curriculum areas and demonstrates 
an understanding of the structure 
of curricula 
Promotes and supports order and 
discipline in the schools 
Contributes to building/district 
committees, staff meetings, and 
inservices 
Demonstrates positive staff 
relationships 
Communicates criteria used in 
evaluations procedure in a clear 
manner 
Involves staff in planning and 
implementation of school and 
district goals 
Regularly evaluates the school's 
instructional program including 
analyzing school-wide test data to 
identify instructional strengths and 
weaknesses and communicates trends 
effectively to teachers 
Higher rating by principals with 
special education background 
over principals with intermediate 
grade or specialist teaching 
experience 
Higher rating by principals with 
primary and intermediate grade 
teaching experience or 
intermediate grade experience over 
special education teaching exp. 
Higher rating by principals with 
intermediate or specialist 
teaching background over 
principals with primary and inter-
mediate teaching experience 
Higher rating by principals 
with specialist teaching exp-
erience over principals with 
special education or primary 
and intermediate grade exp. 
Higher rating by principals with 
intermediate grade or specialist 
experience over principals with 
special education experience 
Higher rating by principals with 
intermediate, specialist or 
special education 
teaching experience over 
principals with primary and 
intermediate teaching exp. 
Higher rating by principals with 
specialist teaching experience 
than principals with primary and 
intermediate teaching experience 
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characteristic 
Highest Educational Degree of Principal 
Significant at .05 level 
Visits classrooms regularly to super- Higher rating by principals with 
vise the teaching process MS/MA degree than with higher 
degrees 
contributes to building/district 
committees, staff meetings, and 
in services 
Demonstrates positive staff 
relationships 
Keeps faculty informed of upcoming 
events or pertinent information 
Higher rating by principals with 
specialist degree than with Ph.D. 
or MS/MA degree 
Higher rating by principals with 
MS/MA degree than with Ph.D. 
Higher rating by principals with 
specialist degree than Ph.D. 
In addition to these trends, the following trends at the .15 
level of significance were observed in the data. The triple asterisked 
trend indicates one that is the opposite of one found in the principal 
data. 
1. Principals in buildings of 250 or less students rated the 
following as less influential than other principals: 
-Participates in graduate course offerings, inservice 
training and conferences aimed at his/her professional growth 
and development 
2. Principals age thirty-five or younger rated the following as 
more influential than older principals: 
-Is knowledgeable about the major curriculum areas and 
demonstrates an understanding of the structure of curricula 
3. Principals age fifty-one and older rated the following as more 
influential than principals age thirty-six to fifty: 
-Keeps faculty informed of upcoming events or pertinent 
information 
183 
4. Male principals rated the following as more influential than 
female principals: 
-Effectively interprets the instructional program to the 
school community and provides opportunties for parents to 
support these goals and objectives 
-Sees that physical facilties are kept clean and attractive 
-Involves staff in planning and implementation of school and 
district goals 
-Keeps faculty informed of upcoming events or pertinent 
information 
5. Principals with five or less years of experience rated the 
following as more influential than more experienced principals: 
-Creates an atmosphere where there is an on-going concern for 
improving instructional effectiveness 
-Demonstrates a knowledge of the current research on 
effective instructional methods 
6. Principals with more than fifteen years of experience rated 
the following as less influential than less experienced 
principals: 
-Communicates criteria used in evaluation procedure in a 
clear manner 
-They rated the following as more influential than less 
experienced principals 
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-Establishes, facilitates and monitors an orderly set of 
building procedures and schedules that results in a smoothly 
operating school. 
7. Principals with five or less years of experience in their 
present building rated the following as more influential than 
more experienced principals: 
-Creates an atmosphere where there is an on-going concern for 
improving instructional effectiveness*** 
8. Principals with six to fifteen years of experience in their 
present building rated the following as more influential than 
more or less experienced principals: 
-Makes materials, equipment, and supplies readily accessible 
9. Principals with more than fifteen years of experience in their 
present building rated the following as less influential than 
less experienced principals: 
-conducts regular sessions with teachers to discuss and 
review performance 
-Demonstrates a knowledge of the current research on 
effective instructional methods 
-Uses the evaluative rating in the evaluation plan in a fair 
and consistent manner 
10. Principals with more than fifteen years of teaching 
experience rated the following as more influential than 
principals with less teaching experience: 
-Is knowledgeable about the major curriculum areas and 
demonstrates an understanding of the curricula 
-Demonstrates a knowledge of the current research on 
effective instructional methods 
-Regularly evaluates the school's instructional program 
including analyzing school-wide test data to identify 
instructional strengths and weaknesses and communicates 
trends effectively to teachers 
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They rated the following as less influential than principals with 
less teaching experience: 
-Establishes, facilitates and monitors an orderly set of 
building procedures and schedules that results in a smoothly 
operating school 
11. Principals with six to fifteen years of teaching experience 
rated the following as more influential than principals with more 
teaching experience: 
-Promotes and supports order and discipline in the school 
12. Principals with specialist teaching experience rated the 
following as more influential than principals with primary and 
intermediate grade teaching experience: 
-Complies with district evaluation procedures 
-Keeps parents and the community informed about progress, 
purposes, and the nature of the school's mission 
and the following more influential than principals with 
special education experience 
-Uses the evaluative rating in the evaluation plan in a fair 
consistent manner 
-Is ethical, professional and discreet with student, staff 
and parental matters 
-Presents timely and effective inservice to staff 
13. Principals with intermediate teaching experience rated the 
following as more influential than principals with special 
education experience: 
-Demonstrates positive staff relationships 
14. Principals with MS/MA degrees rated the following as more 
influential than principals with higher degrees: 
-Provides helpful feedback/suggestions after visiting 
classrooms 
-Communicates criteria used in evaluation procedures in a 
clear manner 
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15. Principals with Ph.D/Ed.D degrees rated the following as less 
influential than principals with other degrees: 
-Involves staff in planning and implementation of school and 
district goals 
-Regularly evaluates the school's instructional program 
including analyzing school-wide test data to identify 
instructional strengths and weaknesses and communicates 
trends effectively to teachers 
In reviewing the significant trends in the principal data sorted by the 
demographic characteristics of the principal, younger principals, 
female principals, principals with more teaching experience rated 
instructionally related characteristics such as more influential than 
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older principals, male principals, and principals with less teaching 
experience. In contrast, older principals and prinicipals with more 
experience rated facility management characteristics such as seeing 
that physical facilities are kept clean and attractive, and 
establishing and maintaining an orderly set of procedures as more 
influential than younger and less experienced principals. 
Interestingly, older, more experienced principals saw evaluation 
related characterisitics such as visiting classrooms and discussing and 
reviewing performance as less influential than younger, less 
experienced principals. 
Significant Difference in Teacher Data Sorted By Demographic 
Characteristics of the Principal 
In addition to the trends in the principal data, as in earlier 
parts of the study, the teacher data were sorted according to the 
demographic characteristics of the principal with which the teacher was 
working. These factors included school size, principal age, principal 
gender, years of principal experience, years of principal experience in 
present school, years of principal teaching experience, grades taught 
by the principal, and highest educational degree of the principal. 
Table 13 presents the trends significant at .OS level of significance. 
Single asterisked characteristics indicate a corresponding significant 
trend that was identified in the teacher descriptive data of research 
question number two. A double asterisked characteristic indicates a 
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corresponding trend at the .15 level of significance. Tripled 
asterisked characteristics indicate an opposite trend in the teacher 
descriptive data. Single asterisked trends in the Significant at .05 
level column indicate a corresponding significant trend that was found 
-in the principal data of this research question. Double asterisked 
trends indicate corresponding trends at the .15 level of significance. 
Tripled asterisked trends indicate an opposite trend found in the 
principal data. 
TABLE 13 
CHARACTERISTICS IDENTIFIED BY TEACHERS AS MOST INFLUENTIAL IN 
POSITIVELY INFLUENCING THEIR TEACHERS INSTRUCTIONAL PRACTICES ACCORDING 
TO DEMOGRAPHIC DIFFERENCES OF THE PRINCIPAL 
Size of School 
Characteristic 
Visits classrooms regularly to super-
vise the teaching process 
Sees that physical facilities are 
kept clean and attractive 
Significant at .05 level 
Higher rating by teachers in 
buildings of 250 or less 
students than buildings of 
450+ students 
Higher rating by teachers in 
buildings of 251-450 students 
than smaller or larger schools 
Age of the Principal 
Characteristic 
Complies with district evaluation 
procedures 
Conducts regular sessions with 
teachers to discuss and review 
performance 
Significant at .05 level 
Higher rating by teachers working 
under principals age 36-50 than 
principals age 50+ or age 35 and 
under 
Lower rating by teachers working 
under principals age 50+ than 
teachers working under younger 
principals 
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TABLE 13 (Cont.) 
CHARACTERISTICS IDENTIFIED BY TEACHERS AS MOST INFLUENTIAL IN 
POSITIVELY INFLUENCING THEIR TEACHERS INSTRUCTIONAL PRACTICES ACCORDING 
TO DEMOGRAPHIC DIFFERENCES OF THE PRINCIPAL 
Age of the Principal 
Characteristic 
Effectively articulates the 
instructional goals of the school 
to staff and students giving a 
sense of purpose to all school 
activities* 
Effectively interprets the instruct-
program to the school community and 
provides opportunites for parents 
to support these goals and 
objectives* 
Involves staff in planning and 
implementation of school and 
district goals 
Regularly evaluates the school's 
instructional program including 
analyzing school-wide test data to 
identify instructional strengths and 
weaknesses and communicates trends 
effectively to teachers* 
Demonstrates the ability to improve 
the instructional program of a 
building 
Presents timely and effective 
inservice to staff* 
Presents a positive school image to 
the community through effective 
public relations with the 
appropriate news media 
Significant at .05 level 
Lower rating by teachers working 
under principals age 50+ than 
teachers working under younger 
principals 
Lower rating by teachers working 
under principals age 50+ than 
teachers working under younger 
principals 
Lower rating by teachers working 
under principals age 50+ than 
teachers working under younger 
principals 
Higher rating by teachers working 
under principals age 35 or younger 
than teachers working under older 
principals 
Higher rating by teachers working 
under principals age 35 or younger 
than teachers working under 
principals age 50+ 
Lower rating by teachers working 
under principal age 50+ than 
teachers working under younger 
principals* 
Higher rating by teachers working 
under principals age 36-50 than 
teachers working under principals 
age 50+ 
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TABLE 13 (Cont.) 
CHARACTERISTICS IDENTIFIED BY TEACHERS AS MOST INFLUENTIAL IN 
POSITIVELY INFLUENCING THEIR TEACHERS INSTRUCTIONAL PRACTICES ACCORDING 
TO DEMOGRAPHIC DIFFERENCES OF THE PRINCIPAL 
Gender of Principal 
Characteristic 
creates an atmosphere where there is 
an on-going concern for improving 
instructional effectiveness* 
Participates in graduate course 
offerings, inservice training and 
conferences aimed at his/her 
professional growth and development* 
Conducts regular sessions with 
teachers to discuss and review 
performance* 
Significant at .OS level 
Higher rating by teachers working 
under female principals 
Higher rating by teachers working 
under female principals 
Higher rating by teachers working 
under female principals 
Effectively articulates the instruct- Higher rating by teachers working 
ional goals of the school to staff under female principals 
and giving a sense of purpose to all 
school activities* 
Demonstrates a knowledge of the 
current research on effective 
instructional methods* 
Effectively interprets the instruct-
ional program to the school community 
and provides opportunities for 
parents to support these goals and 
objectives* 
Encourages and helps teachers to set 
goals for growth and improvement, 
and develop professionally* 
Visits classrooms regularly to super 
vise the teaching process* 
Contributes to building/district 
committees, staff meetings, and 
inservices* 
Higher rating by teachers working 
under female principals 
Higher rating by teachers working 
under female principals** 
Higher rating by teachers working 
under female principals 
Higher rating by teachers working 
under female principals 
Higher rating by teachers working 
under female principals 
Provides helpful feedback/suggestions Higher rating by teachers working 
after visiting classrooms* under female principals 
Communicates criteria used in eval-
uation procedure in a clear manner* 
Higher rating by teachers working 
under female principals 
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TABLE 13 (Cont.) 
CHARACTERISTICS IDENTIFIED BY TEACHERS AS MOST INFLUENTIAL IN 
POSITIVELY INFLUENCING THEIR TEACHERS INSTRUCTIONAL PRACTICES ACCORDING 
TO DEMOGRAPHIC DIFFERENCES OF THE PRINCIPAL 
Gender of Principal 
Characteristic 
Involves staff in planning and 
implementation of school and 
district goals 
Regularly evaluates the school's 
instructional program including 
analyzing school-wide test data to 
identify instructional strengths and 
weaknesses and communicates trends 
effectively to teachers* 
Demonstrates the ability to improve 
the instructional program of a 
building* 
Presents timely and effective 
inservice to staff* 
Significant at .05 level 
Higher rating by teachers working 
under female principals** 
Higher rating by teachers working 
under female principals 
Higher rating by teachers working 
under female principals 
Higher rating by teachers working 
under female principals 
Years of Principal Experience 
Characteristic 
Is knowledgeable about the major 
curriculum areas and demonstrates an 
understanding of the structure of 
curricula* 
Presents evaluations to teachers in 
a fair and considerate manner 
Creates an atmosphere where there is 
an on-going concern for improving 
instructional effectiveness 
Significant at .05 level 
Lower rating by teachers working 
under principals with 15+ years 
of experience than teachers 
working under less experienced 
principals 
Lower rating by teachers working 
under principals with 15+ 
years of experience than teachers 
working under less experienced 
principals 
Lower rating by teachers working 
under principals with 15+ years 
of experience than teachers 
working under less experienced 
principals** 
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CHARACTERISTICS IDENTIFIED BY TEACHERS AS MOST INFLUENTIAL IN 
POSITIVELY INFLUENCING THEIR TEACHERS INSTRUCTIONAL PRACTICES ACCORDING 
TO DEMOGRAPHIC DIFFERENCES OF THE PRINCIPAL 
Years of Principal Experience 
Characteristic 
promotes and supports order and 
discipline in the schools 
Participates in graduate course 
offerings, inservice training and 
conferences aimed at his/her 
professional growth and development* 
Conducts regular sessions with 
teachers to discuss and review 
performance* 
Effectively articulates the instruct-
ional goals of the school to staff 
and staff giving a sense of purpose 
all school activities* 
Demonstrates a knowledge of the 
current research on effective 
instructional methods* 
Effectively interprets the instruct-
ional program to the school community 
and provides opportunites for parents 
to support these goals and 
objectives* 
Encourages and helps teachers to set 
goals for growth and improvement 
and develop professionally* 
less years of experience* 
Significant at .05 level 
Higher rating by teachers working 
under principals with 5 or less 
years of experience than teachers 
working under principals with 15+ 
years of experience 
Lower rating by teachers working 
under principals with 15+ 
years of experience than teachers 
working under principals with 
less years of experience 
Lower rating by teachers working 
under principals with 15+ years 
of experience than teachers 
working under principals with 
less years of experience* 
Lower rating by teachers working 
under principals with 15+ years 
of experience than teachers 
working under principals with 
less years of experience* 
Lower rating by teachers working 
under principals with 15+ years 
of experience than teachers 
working under principals with 
less years of experience 
Lower rating by teachers working 
under principals with 15+ years 
of experience than teachers 
working under principals with 
less years of experience 
Lower rating by teachers working 
under principals with 15+ years 
of experience than teachers 
working under principals with 
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CHARACTERISTICS IDENTIFIED BY TEACHERS AS MOST INFLUENTIAL IN 
POSITIVELY INFLUENCING THEIR TEACHERS INSTRUCTIONAL PRACTICES ACCORDING 
TO DEMOGRAPHIC DIFFERENCES OF THE PRINCIPAL 
Years of Principal Experience 
Characteristic 
Visits classrooms regularly to 
supervise the teaching process* 
contributes to building/district 
committees, staff meetings, and 
inservices* 
Provides helpful feedback/suggest-
ions after visiting classrooms* 
Involves staff in planning and 
implementation of school and 
district goals 
Uses the evaluative rating in the 
evaluation plan in a fair consistent 
manner** 
Regularly evaluates the school's 
instructional program including 
analyzing school-wide test data to 
identify instructional strengths and 
weaknesses and communicates trends 
effectively to teachers* 
Demonstrates the ability to improve 
the instructional program of a 
building* 
Significant at .05 level 
Lower rating by teachers working 
under principals with 15+ years 
of experience than teachers 
working under principals with less 
years of experience* 
Lower rating by teachers working 
under principals with 15+ years 
of experience than teachers 
working under principals with less 
years of experience 
Lower rating by teachers working 
under principals with 15+ years 
of experience than teachers 
working under principals with less 
years of experience 
Lower rating by teachers working 
under principals with 15+ years 
of experience than teachers 
working under principals with less 
years of experience 
Higher rating by teachers working 
under principals with 5 or less 
years of experience than teachers 
working for more experienced 
principals 
Higher rating by teachers working 
under principals with 5 or less 
years of experience than teachers 
working for principals with 15+ 
years of experience 
Lower rating by teachers working 
under principals with 15+ years 
of experience than teachers 
working for less experienced 
principals* 
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CHARACTERISTICS IDENTIFIED BY TEACHERS AS MOST INFLUENTIAL IN POSITIVELY 
INFLUENCING THEIR TEACHERS INSTRUCTIONAL PRACTICES ACCORDING TO 
DEMOGRAPHIC DIFFERENCES OF THE PRINCIPAL 
Years of Principal Experience 
characteristic 
works productively with the PTA to 
provide appropriate leadership and 
support* 
presents timely and effective 
inservice to staff 
Presents a positive school image to 
the community through effective 
publice relations with the 
appropriate news media 
Significant at .05 level 
Higher rating by teacher working 
under principals with 5 or less 
years of experience than teachers 
working for principals with 15+ 
years of experience 
Lower rating by teachers working 
under principals with 15+ 
years of experience than teachers 
working for less experienced 
principals 
Higher rating by teachers working 
under principals with 5 or less 
years of experience than teachers 
working for principals with 15+ 
years of experience 
Principal's Years of Teaching Experience 
Characteristic 
Creates an atmosphere where there is 
an on-going concern for improving 
instructional effectiveness** 
Provides helpful feedback/suggest-
ions after visiting classrooms** 
Significant at .05 level 
Higher rating by teachers working 
under principals with 15+ years 
of teaching experience than 
teachers working under principals 
with less teaching experience*** 
Higher rating by teachers working 
under principals with 15+ years 
of teaching experience than 
teacher working under principals 
with 6-15 years of experience 
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TABLE 13 (Cont.) 
CHARACTERISTICS IDENTIFIED BY TEACHERS AS MOST INFLUENTIAL IN POSITIVELY 
INFLUENCING THEIR TEACHERS INSTRUCTIONAL PRACTICES ACCORDING TO 
DEMOGRAPHIC DIFFERENCES OF THE PRINCIPAL 
characteristic 
Teaching Experience of the Principal By Grade 
Significant at .OS level 
participates in graduate course 
offerings, inservice training and 
conferences aimed at his/her pro-
fessional growth and development 
conducts regular sessions with 
teachers to discuss and review 
performance* 
Effectively articulates the instruct-
ional goals of the school to staff 
and students giving a sense of purpose 
to all school activities* 
Demonstrates a knowledge of the 
current research on effective 
instructional methods* 
Visits classrooms regularly to super-
vise the teaching process* 
Provides helpful feedback/suggestions 
after visiting classrooms* 
Higher rating by teachers who 
work under principal with pri-
mary and intermediate teaching 
experience over specialist 
teaching or intermediate 
experience 
Lower rating by teachers who work 
under principal with intermediate 
grade teaching experience than 
specialist, special education, or 
primary and intermediate teaching 
experience 
Higher rating by teachers who work 
under principal with special 
education teaching experience than 
intermediate or specialist 
teaching experience.Higher rating 
by teachers who work under a 
principal with primary and 
intermdiate teach'ing experience 
over specialist experience 
Lower rating by teachers who work 
under principal with specialist 
teaching experience than special 
education or primary and 
intermediate experience 
Higher rating by teachers who work 
under principal with primary and 
intermediate teaching experience 
than specialist or intermediate 
experience 
Higher rating by teachers who work 
under principal with special 
education teaching experience over 
intermediate grade teaching 
experience 
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CHARACTERISTICS IDENTIFIED BY TEACHERS AS MOST INFLUENTIAL IN POSITIVELY 
INFLUENCING THEIR TEACHERS INSTRUCTIONAL PRACTICES ACCORDING TO 
DEMOGRAPIC DIFFERENCES OF THE PRINCIPAL 
characteristic 
Teaching Experience of the Principal By Grade 
Significant at .05 level 
Regularly evaluates the school's 
instructional program including 
analyzing school-wide test data to 
identify instructional strengths and 
weaknesses and communicates trends 
effectively to teachers* 
Demonstrates the ability to improve 
the instructional program of a 
building* 
teaching experience 
Higher rating by teachers who work 
under principal with special 
education or primary and 
intermediate grade experience than 
intermediate or specialist 
experience*** 
Lower rating by teachers who work 
under principal with intermediate 
teaching experience than 
specialist, special education, and 
primary and intermediate grade 
Is ethical, professional and discreet Higher rating by teachers who work 
with student, staff and parental matters under principal with specialist 
teaching experience than primary 
and intermediate teaching 
experience 
Characteristic 
Highest Educational Degree of Principal 
Significant at .05 level 
Visits classrooms regularly to super-
vise the teaching process 
Higher rating by teachers who work 
under principal with Ph.D than 
MS/MA or specialist degree*** 
In addition to the above significant trends, following are 
additional trends to consider at the .15 level of significance. 
Asterisked characteristics in the left-hand and right-hand columns 
indicate interrelationships in the data which provide interesting 
possible conclusions discussed later in this study. The left hand column 
notes interrelationships with the teacher descriptive data of research 
question number two. A single asterisk indicates a corresponding 
significant trend at the .05 level of significance in the teacher 
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descriptive data. A doubled asterisk indicates a corresponding trend at 
the .15 level of significance. A triple asterisk indicates a trend that 
is opposite to the corresponding trend in the teacher descriptive data. 
The asterisks in the right-hand column indicates the same pattern of 
corresponding-opposite trends in the principal data for research question 
number three. 
1. Teachers working in schools of 250 students or less rated the 
following as more influential than than teachers working in 
larger schools: 
-Conducts regular sessions with teachers to discuss and 
review performance 
-Provides helpful feedback/suggestions after visiting 
classrooms 
2. Teachers working in schools of 450+ students rated the 
following as more influential than teachers working in schools of 
251-450 students: 
-Demonstrates a knowledge of the current research on 
effective instructional methods 
3. Teachers working under principals age thirty-five or younger 
rated the following as more influential than teachers working 
under principals age fifty-one or older: 
-Demonstrates a knowledge of the current research on 
effective instructional methods 
4. Teachers working under principals age fifty-one and older 
rated the following as more influential than teachers working 
under principals age thirty-six to fifty: 
**Visits classrooms regularly to supervise the teaching 
process 
and lower than other teachers on the following: 
-Provides helpful feedback/suggestions after visiting 
classrooms** 
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5. Teachers working under female principals rated the following 
as more influential than teachers working under male principals: 
*Is knowledgeable about the major curriculum areas and 
demonstrates an understanding of the structure of curricula* 
-Promotes and supports order and discipline in the school 
*Keeps parents and the community informed about progress, 
purposes, and the nature of the school's mission 
Sees that physical facilities are kept clean and attractive 
*** 
*Presents a positive school image to the community through 
effective public relations with the appropriate news media 
6. Teachers working under principals with five or less years of 
principal experience rated the following as more influential than 
principals with more than fifteen years of experience: 
-Complies with district evaluation procedures 
-Keeps parents and the community informed about progress, 
purposes, and the nature of the school's missions 
7. Teachers working under principals with more than fifteen years 
of teaching experience rated the following as more influential 
than teachers working under principals with six to fifteen years 
of teaching experience: 
-Visits classroom regularly to supervise the teaching 
process. 
8. Teachers working under principals with Ph.D rated the 
following higher than teachers working under principals with 
MS/MA degree: 
-Presents timely and effective inservice to staff 
9. Teachers working under principals with primary and 
intermediate teaching experience rated the following as more 
influential than teachers working under principals with 
intermediate grade teaching experience: 
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*Is knowledgeable about the major curriculum areas and 
demonstrates an understanding of the structure of curricula 
Promotes and supports order and discipline in the school* 
*Sees that physical facilities are kept clean and attractive 
10. Teachers working under principals with special education 
teaching experience rated the following as more influential than 
teachers working for principals with intermediate grade teaching 
experience: 
*Creates an atmosphere where there is an on-going concern for 
improving instructional effectiveness 
11. Teachers working under principals with specialist experience 
rated the following as less influential than teachers working 
under other principals: 
-Involves staff in planning and implementation of school and 
district goals 
12. Teachers working under principals with special education 
teaching background rated the following as more influential: 
*Presents timely and effective inservice to staff 
200 
Far more differences emerged in reviewing the significant 
differences in the teacher data sorted according to demographic 
characteristics of the principal than appeared in the principal data. 
Teachers working under principals age fifty-one and older and 
principals with more than fifteen years of experience rated 
instructionally related characteristics such as articulating the 
instructional goals of the school to staff and students, giving a sense 
of purpose to all school activities and effectively interpreting the 
instructional program to the school community and providing 
opportunities for parents to support these goals and objectives as less 
influential than teachers working under younger and less experienced 
principals. On the other hand, teachers working for female principals, 
and younger principals rated such characteristics as visiting 
classrooms regularly, providing helpful feedback/suggestions after 
visiting classrooms, and demonstrating the ability to improve the 
instructional program of a building as more influential than older and 
male principals. Interestingly, the educational degree of the principal 
made very little difference in what teachers regarded as influential. A 
more detailed analysis of this data together with some interesting 
trends that emerged when the interrelationships of the data are 
analyzed will be presented in the discussion presented later in this 
chapter. 
Significant Differences in Teacher Data Sorted By Demographic 
Characteristics of The Teacher 
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Again, in addition to the preceding analysis, the data were 
analyzed to identify significant differences in rating according to 
demographic characteristics of the teachers such as age, gender, years 
of experience, present grade, years of experience under current 
principal, years of experience at present school, class size, highest 
educational degree, rating of principal's ability to bring 
instructional change, rating of principal's ability to positively 
affect teacher's instructional practices, and the effect of the 
evaluative rating system on the teacher's willingness to be influenced 
by his/her principal on instructional matters. Asterisked 
characteristics in the left-hand column identify trends that correspond 
to ones identified in the teachers' descriptive data of research 
question number two. A single asterisk indicates a corresponding 
significant trend at the .05 level of significance in teacher 
descriptive data in research question two; a double asterisk indicates 
a corresponding trend at the .15 level of significance in teacher 
descriptive data of research question number two; a triple asterisk 
indicates an opposite trend found in teacher descriptive data of 
research question number two. Asterisked trends in right-hand column 
indicates the same pattern of corresponding-opposite trends in the 
principal data for question number three. 
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TABLE 14 
CHARACTERISTICS IDENTIFIED BY TEACHERS AS MOST INFLUENTIAL IN 
POSITIVELY INFLUENCING THEIR INSTRUCTIONAL PRACTICES ACCORDING TO 
DEMOGRAPHIC DIFFERENCES OF THE TEACHERS 
Age of Teacher 
Characteristic 
Encourages parents and citizens to 
actively participate in school events 
and activities 
Presents evaluations to teachers in a 
fair and considerate manner 
Creates an atmosphere where there is 
an on-going concern for improving 
instructional effectiveness 
Promotes and supports order and 
discipline in the school*** 
Visits classrooms regularly to super-
vise the teaching process 
Provides helpful feedback/suggestions 
after visiting classrooms 
Uses the evaluative rating in the 
evaluation plan in a fair consistent 
manner** 
Keeps faculty informed of upcoming 
events or pertinent information* 
Significant at .OS level 
Higher rating by teachers age 
21-30 that age 31-50 
Higher rating by teachers age 
41-50 and 21-30 than age 31-40 
and 50+ 
Higher rating by teachers age 
21-30 and 41-50 than age 31-40 
and 50+ 
Higher rating by teachers age 
41-50 than age 31-40 and 50+ 
Higher rating by teachers age 
21-30 than age 50+ 
Higher rating by teachers age 
21-30 than age 31-40 and 50+ 
Higher rating by teachers age 
41-50 than other aged teachers 
Higher rating by teachers age 
21-30 than age 31-40 
Gender of the Teacher 
Characteristic 
Makes materials, equipment, and 
supplies readily accessible 
Conducts regular sessions with 
teachers to discuss and review 
performance 
Significant at .OS level 
Higher rating by female 
teachers 
Higher rating by female 
teachers 
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CHARACTERISTICS IDENTIFIED BY TEACHERS AS MOST INFLUENTIAL IN 
POSITIVELY INFLUENCING THEIR INSTRUCTIONAL PRACTICES ACCORDING TO 
DEMOGRAPHIC DIFFERENCES OF THE TEACHER 
Characteristic 
Years of Teaching Experience of the Teacher 
Significant at .05 level 
Is knowledgeable about the major 
curriculum areas and demonstrates an 
understanding of the structure of 
curricula 
Encourages and helps teachers to set 
goals for growth and improvement 
and develop professionally* 
Visits classrooms regularly to super-
vise the teaching process. 
Contributes to building/district 
committees, staff meetings, and 
inservices* 
Provides helpful feedback/suggestions 
after visiting classrooms* 
Establishes, facilitates and monitors 
an orderly set of building procedures 
and schedules that results in a 
smoothly operating school* 
Is ethical, professional and discreet 
with student, staff and parental 
matters* 
Keeps faculty informed of upcoming 
events or pertinent information 
Is knowledgeable about the major 
curriculum areas and demonstrates an 
understanding of the structure of 
curricula 
Keeps parents and the community 
informed about progress, purposes, 
and the nature of the school's 
mission 
Higher rating by teachers 
with 6-15 years of experience 
than teachers with 16+ years 
of experience** 
Higher rating by teachers with 
5 or less years experience than 
15+ years of experience 
Higher rating by teachers with 
5 or less years experience than 
15+ years of experience*** 
Higher rating by teachers with 
5 or less years experience than 
15+ years of experience 
Higher rating by teachers with 
5 or less years experience than 
more experienced teachers 
Higher rating by teachers with 
5 or less years experience than 
15+ years of experience*** 
Lower rating by teachers with 
15+ years experience than less 
experienced teachers 
Higher rating by teachers with 
5 or less years experience than 
more experienced teacher 
Higher rating by primary 
teachers over specialist 
teachers 
Higher rating by primary 
teachers over specialist 
teachers*** 
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CHARACTERISTICS IDENTIFIED BY TEACHERS AS MOST INFLUENTIAL IN 
POSITIVELY INFLUENCING THEIR INSTRUCTIONAL PRACTICES ACCORDING TO 
DEMOGRAPHIC DIFFERENCES OF THE TEACHER 
Characteristic 
Present Grade Taught By Teacher 
Significant at the .05 level 
Demonstrates a knowledge of the 
current research on effective 
instructional methods** 
Encourages and helps teachers to set 
goals for growth and improvement, 
and develop professionally 
Lower rating by specialist 
teachers than primary or 
intermediate teachers 
Lower rating by specialist 
teachers than primary or 
intermediate teachers 
Is ethical, professional and discreet Lower rating by specialist 
with student, staff and parental teachers than other teachers*** 
matters 
Characteristic 
Years of Experience Under Present Principal 
Significant at .05 level 
Is knowledgeable about the major 
curriculum areas and demonstrates an 
understanding of the structure of 
curricula 
Complies with district evaluation 
procedures 
Makes materials, equipment, and 
supplies readily accessible 
Effectively interprets the instruct-
ional program to the school community 
and provides opportunities for 
parents to support these goals and 
objectives 
Sees that physical facilities are 
kept clean and attractive 
Higher rating by teachers 
working 5 or less years under 
present principal than working 
6-15 years 
Higher rating by teachers 
working 5 or less years under 
present principal than working 
more years. Higher rating by 
teachers working 6-15 years than 
than those working more years 
Higher rating by teachers 
working 5 or less years under 
present principal than working 
6-15 
Lower rating by teachers working 
15+ years under present principal 
than working less years 
Lower rating by teachers working 
15+ years under present principal 
than working less years 
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CHARACTERISTICS IDENTIFIED BY TEACHERS AS MOST INFLUENTIAL IN 
POSITIVELY INFLUENCING THEIR INSTRUCTIONAL PRACTICES ACCORDING TO 
DEMOGRAPHIC DIFFERENCES OF THE TEACHER 
Years of Experience Under Present Principal 
Characteristic 
Provides helpful feedback/suggest-
ions after visiting classrooms 
Demonstrates positive staff 
relationships 
Communicates criteria used in 
evaluation procedure in a clear 
manner 
Uses the evaluative rating in the 
evaluation plan in a fair consisten 
manner 
Works productively with the PTA to 
provide appropriate leadership an 
support 
Establishes, facilitates and 
monitors an orderly set of building 
procedures and schedules that 
results in a smoothly operating 
school 
Is ethical, professional and 
discreet with student, staff and 
parental matters 
Significant at .as level 
Higher rating by teachers working 
5 or less years under present 
principal than working more 
years 
Lower rating by teachers working 
15+ years under present principal 
than teachers working less years 
under present principal 
Lower rating by teachers working 
15+ years under present principal 
than teachers working less years 
under present principal 
Higher rating by teachers working 
5 or less years under present 
principal than teachers working 
more years under present 
principal. Higher rating by 
teachers working 6-15 years under 
present principal than teachers 
working aS+ years under present 
principal 
Higher rating by teachers working 
5 or less years under present 
principal than teachers working 
more years under present 
principals 
Higher rating by teachers working 
5 or less years under present 
principal than teachers working 
6-15 years under present principal 
Higher rating by teachers working 
5 or less years under present 
principal than teachers working 
more years under present principal 
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CHARACTERISTICS IDENTIFIED BY TEACHERS AS MOST INFLUENTIAL IN 
POSITIVELY INFLUENCING THEIR INSTRUCTIONAL PRACTICES ACCORDING TO 
DEMOGRAPHIC DIFFERENCES OF THE TEACHER 
Experience in Present School 
Characteristic 
Presents a positive school image to 
the community through effective 
public relations with the 
appropriate news media 
Is knowledgeable about the major 
curriculum areas and demonstrates 
an understanding of the structure 
of curricula. 
Presents evaluations to teachers in 
a fair and considerate manner*** 
Creates an atmosphere where there 
is an on-going concern for improving 
instructional effectiveness* 
Promotes and supports order and 
discipline in the school 
Conducts regular sessions with 
teachers to discuss and review 
performance 
Effectively articulates the 
instructional goals of the school 
to staff and students giving a 
sense of purpose to all activities** 
Demonstrates a knowledge of the 
current research on effective 
instructional methods.* 
Significant at .OS level 
Higher rating by teachers working 
5 or less years under present 
principal than teacher working 
6-15 years under present principal 
Higher rating by teachers working 
in present school 5 or less years 
than teachers who working more 
years in present school 
Higher rating by teachers working 
in present school 5 or less years 
than teachers working 15+ years 
in present school*** 
Higher rating by teachers working 
in present school 5 or less years 
than teachers who working more 
years in present school** 
Lower rating by teachers working 
in present school 15+ years than 
teachers working less years 
in present school 
Lower rating by teachers working 
in present school 15+ years than 
teachers working less years 
in present school** 
Higher rating by teachers working 
in present school 5 or less years 
than teachers who working in 
present school more years. Higher 
rating by teachers working in 
present school 6-15 years than 
teachers working more years in 
present school 
Higher rating by teachers working 
in present school 5 or less years 
than teachers working more years 
in present school** 
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CHARACTERISTICS IDENTIFIED BY TEACHERS AS MOST INFLUENTIAL IN 
POSITIVELY INFLUENCING THEIR INSTRUCTIONAL PRACTICES ACCORDING TO 
DEMOGRAPHIC DIFFERENCES OF THE TEACHER 
Experience in Present School 
Characteristic 
Effectively interprets the 
program to the school community and 
provides opportunites for parents to 
support these goals and objectives* 
Provides helpful feedback/suggest-
ions after visiting classrooms* 
Demonstrates positive staff 
relationships*** 
Uses the evaluative rating in the 
evaluation procedure in a clear 
manner 
Demonstrates the ability to improve 
the instructional program of a 
building** 
Works productively with the PTA to 
provide appropriate leadership and 
support 
Significant at .OS level 
Higher rating by teachers working 
in present school 5 or less years 
than teachers working 15+ years 
in present school 
Higher rating by teachers working 
in present school 5 or less years 
than teachers working more years 
in present school. Higher rating 
by teachers working 6-15 years 
in present school than teachers 
working more years in school 
Higher rating by teachers working 
in present school 5 or less years 
than teachers working 15+ 
years in present school 
Higher rating by teachers working 
in present school 15 or less years 
than teachers working 15+ 
years in present school** 
Higher rating by teachers working 
in present school 5 or less years 
than teachers working more 
years in present school 
Higher rating by teachers working 
in present school 5 or less years 
than teachers who had worked 15+ 
years in present school 
Class Size of Teacher 
Characteristic 
Demonstrates the ability to improve 
the instructional program of a 
building 
Significant at .OS level 
Lower rating by teachers with 15 
or less students than teachers 
with larger class size 
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CHARACTERISTICS IDENTIFIED BY TEACHERS AS MOST INFLUENTIAL IN 
POSITIVELY INFLUENCING THEIR INSTRUCTIONAL PRACTICES ACCORDING TO 
DEMOGRAPHIC DIFFERENCES OF THE TEACHER 
Characteristic 
Highest Educational Degree of Teacher 
Significant at .OS level 
Participates in graduate course 
offerings, inservice training and 
conferences aimed at his/her 
professional growth and development 
Higher rating by teachers with 
MS/MA degrees tha teachers with 
BA/BS degrees 
Teacher's Rating of Principal on Ability to Bring Positive 
Instructional Change to School 
Characteristic 
Is knowledgeable about the major 
curriculum areas and demonstrates an 
understanding of the structure of 
curricula 
Significant at .OS level 
Higher rating by teachers rating 
principal outstanding over less 
favorable ratings 
Encourages parents anq citizens to Higher rating by teachers rating 
actively participate in school events principal outstanding over 
and activities teachers rating principal above 
average or average 
Presents evaluations to teachers in 
a fair and considerate manner 
Creates an atmosphere where there is 
an on-going concern for improving 
instructional effectiveness 
Promotes and supports order and 
discipline in the school 
Conducts regular sessions with 
teachers to discuss and review 
performance 
Lower rating by teachers rating 
principal average than teachers 
rating principal more favorably 
Higher rating by teachers rating 
principal outstanding over 
teachers rating principal above 
average or average 
Higher rating by teachers rating 
principal below average than 
teachers rating principalaverage 
above average or o 
Higher rating by teachers rating 
principal outstanding than 
teachers rating principal average 
Lower rating by teachers rating 
principal average than teachers 
rating principal below average, 
above average, or outstanding. 
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CHARACTERISTICS IDENTIFIED BY TEACHERS AS MOST INFLUENTIAL IN 
POSITIVELY INFLUENCING THEIR INSTRUCTIONAL PRACTICES ACCORDING TO 
DEMOGRAPHIC DIFFERENCES OF THE TEACHER 
Teacher's Rating of Principal on Ability to Bring Positive 
Instructional Change to School 
Characteristic 
Keeps parents and the community 
informed about progress, purposes, 
and the nature of the school's 
missions 
Effectively articulates the 
instructional goals of the school 
to staff and students giving a sense 
of purpose to all school activities 
Demonstrates a knowledge of the 
current research on effective 
methods 
Effectively interprets the 
instructional program to the school 
community provides opportunities for 
parents to support these goals and 
objectives 
Significant at .05 level 
Higher rating by teachers rating 
principal outstanding than 
teachers rating principalaverage 
Lower rating by teachers rating 
principals average than teachers 
rating principals above average 
or outstanding. Higher rating by 
teachers rating principal 
outstanding than below average 
Higher rating by teachers rating 
principal outstanding than 
teachers giving less favorable 
ratings 
Lower rating by teachers rating 
principal average than teachers 
giving more favorable ratings 
Encourages and helps teachers to set Higher rating by teachers rating 
goals for growth and improvement, principal outstanding than 
and develop professionally teachers giving less favorable 
ratings 
Teacher's Rating of Principal on Ability to Bring Positive 
Instructional Change to School 
Characteristic 
Visits classrooms regularly to 
supervise the teaching process 
Sees that physical facilities are 
kept clean and attractive 
Significant at 
Lower rating by teachers rating 
principal average than teachers 
giving more favorable ratings 
Lower rating by teachers rating 
principal average than teachers 
giving more favorable ratings. 
Higher rating by teachers rating 
principal outstanding than 
teachers rating principal below 
average 
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CHARACTERISTICS IDENTIFIED BY TEACHERS AS MOST INFLUENTIAL IN 
POSITIVELY INFLUENCING THEIR INSTRUCTIONAL PRACTICES ACCORDING TO 
DEMOGRAPHIC DIFFERENCES OF THE TEACHER 
Teacher's Rating of Principal on Ability to Bring Positive 
Instructional Change to School 
Characteristic 
contributes to building/district 
committees, staff meetings, and 
inservices 
Provides helpful feedback/suggest-
ions after visiting classrooms 
Demonstrates positive staff 
relationships 
Communicates criteria used in 
evaluations procedure in a clear 
manner 
Involves staff in planning and 
implementation of school and dis-
trict goals 
Regularly evaluates the school's 
instructional program including 
analyzing school-wide test data to 
identify instructional strengths and 
weaknesses and communicates trends 
effectively to teachers 
Demonstrates the ability to improve 
the instructional program of a 
building 
Significant at .OS level 
Higher rating by teachers rating 
principal above average orout-
standing than teachers rating 
principalaverageorbelow average 
Higher rating by teachers rating 
principal outstanding than 
teachers giving less favorable 
ratings 
Lower rating by teachers rating 
principal average than teachers 
giving more favorable ratings 
Lower rating by teachers rating 
principal average than teachers 
giving more favorable ratings 
Lower rating by teachers rating 
principal average than more 
teachers giving more favorable 
ratings. Higher rating by 
teachers rating principal 
outstanding than teachers rating 
principal below average 
Higher rating by teachers rating 
principal outstanding than 
teachers giving less favorable 
ratings 
Higher rating by teachers rating 
principal outstanding than 
teachers rating principal above 
average or average. Higher rating 
by teachers rating principalabove 
average than average. Higher 
rating by teachers rating 
principal below average than 
average 
TABLE 14 (Cont.) 211 
CHARACTERISTICS IDENTIFIED BY TEACHERS AS MOST INFLUENTIAL IN 
POSITIVELY INFLUENCING THEIR INSTRUCTIONAL PRACTICES ACCORDING TO 
DEMOGRAPHIC DIFFERENCES OF THE TEACHER 
Teacher's Rating of Principal on Ability to Bring Positive 
Instructional Change to School 
Characteristic 
works productively with the PTA to 
provide appropriate leadership and 
support 
Keeps faculty informed of upcoming 
events or pertinent information 
Presents timely and effective 
inservice to staff 
Presents a positive school image to 
the community through effective 
public relations with the appro-
priate news media 
Significant at .05 level 
Higher rating by teachers rating 
principal outstanding than 
teachers rating principal average 
Higher rating by teachers rating 
principal above average than 
average or below average 
Higher rating by teachers rating 
principal outstanding than 
teachers rating principal average 
or below average 
Higher rating by teachers rating 
principal outstanding than 
teachers rating principal below 
average 
Teacher's Rating of Principal on Ability to Bring Positive 
Instructional Change to Teacher 
Characteristic Significant at .05 level 
Is knowledgeable about the major Higher rating by teachers rating 
curriculum areas and demonstrates an principal outstanding or above 
understanding of the structure of average than average or below 
curricula* average 
Encourages parents and citizens to 
actively participate in school 
events and activities 
Presents evaluations to teachers in 
a fair and considerate manner* 
Higher rating by teachers rating 
principal outstanding over 
teachers rating principal 
average or above average 
Higher rating by teachers rating 
principal outstanding than 
teachers giving less favorable 
ratings 
Creates an atmosphere where there is The higher the principal rating, 
an on-going concern for improving the higher the rating on the 
instructional effectiveness* characteristic 
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TABLE 14 (Cont.) 
CHARACTERISTICS IDENTIFIED BY TEACHERS AS MOST INFLUENTIAL IN 
POSITIVELY INFLUENCING THEIR INSTRUCTIONAL PRACTICES ACCORDING TO 
DEMOGRAPHIC DIFFERENCES OF THE TEACHER 
Teacher's Rating of Principal on Ability to Bring Positive 
Instructional Change to Teacher 
Characteristic 
Makes materials, equipment, and 
supplies readily accessible 
conducts regular sessions with 
teachers to discuss and review 
performance* 
Keeps parents and the community 
informed about progress, purposes, 
and the nature of the school's 
mission* 
Effectively articulates the instruct-
ional goals of the school to staff 
and students giving a sense of 
purpose to all school activities* 
Demonstrates a knowledge of the 
current research on effective 
instructional methods* 
Effectively interprets the instruct-
ional program to the school community 
and provides opportunities for 
parents to support these goals and 
objectives 
Encourages and helps teachers to set 
goals for growth and improvement 
and develop professionally* 
Visits classrooms regularly to super-
vise the teaching process* 
Significant at .OS level 
Lower rating by teachers rating 
principal below average than 
teachers giving more favorable 
ratings 
Higher rating by teachers rating 
principal outstanding or above 
average than teachers rating 
principal as average 
Higher rating by teachers rating 
principal outstanding than 
teachers rating principal less 
favorably. Higher rating by 
teachers rating principal above 
average than below average 
Higher rating by teachers rating 
principals outstanding than 
teachers rating principals 
average or below average 
Higher rating by teachers rating 
principal outstanding or above 
average than teachers rating 
principal average or below 
average 
Lower rating by teachers rating 
principal below average than 
teachers rating principal above 
average or outstanding 
The higher the change rating,the 
higher the rating on the 
characteristic 
Higher rating by teachers rating 
principal outstanding and above 
average than teachers rating 
principal below average 
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CHARACTERISTICS IDENTIFIED BY TEACHERS AS MOST INFLUENTIAL IN 
POSITIVELY INFLUENCING THEIR INSTRUCTIONAL PRACTICES ACCORDING TO 
DEMOGRAPHIC DIFFERENCES OF THE TEACHER 
Teacher's Rating of Principal on Ability to Bring Positive 
Instructional Change to Teacher 
Characteristic 
sees that physical facilities are 
kept clean and attractive* 
contributes to building/district 
committees, staff meetings, and 
inservices* 
Provides helpful feedback/suggestions 
after visiting classrooms* 
Demonstrates positive staff 
relationships* 
Communicates criteria used in 
evaluation procedure in a clear 
manner* 
Involves staff in planning and 
implementation of school and district 
goals* 
Regularly evaluates the school's 
instructional program including 
analyzing school-wide test data to 
identify instructional strengths and 
weaknesses and communicates trends 
effectively to teachers* 
Demonstrates the ability to improve 
the instructional program of a 
building* 
Significant at .05 level 
Lower rating by teachers rating 
principal below average than 
teachers giving more favorable 
ratings 
The higher the change rating, the 
higher the rating on the 
characteristic 
Higher rating by teachers rating 
principal outstanding than above 
average and average and by 
teachers rating principal above 
average than average 
Higher rating by teachers rating 
principal outstanding than 
teachers rating principal 
average or below average 
Lower rating by teachers rating 
principal below average than 
teachers giving more favorable 
ratings 
Higher rating by teachers rating 
principalabove averageor out-
standing than teachers rating 
principal average or below 
Higher rating by teachers rating 
principal outstanding or above 
average than average or below 
average 
Higher rating by teachers rating 
principal outstanding than 
teachers giving less favorable 
ratings 
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CHARACTERISTICS IDENTIFIED BY TEACHERS AS MOST INFLUENTIAL IN 
POSITIVELY INFLUENCING THEIR INSTRUCTIONAL PRACTICES ACCORDING TO 
DEMOGRAPHIC DIFFERENCES OF THE TEACHER 
Teacher's Rating of Principal on Ability to Bring Positive 
Instructional Change to Teacher 
Characteristic 
works productively with the PTA to 
provide appropriate leadership and 
support* 
Is ethical, professional and discreet 
with student, staff and parental 
matters* 
Keeps faculty informed of upcoming 
events or pertinent information* 
Presents timely and effective 
inserviece to staff* 
Presents a positive school image to 
the community through effective public 
relations with the appropriate news 
media* 
Significant at .05 level 
Higher rating by teachers rating 
principal outstanding than 
teachers giving less favorable 
ratings 
Higher rating by teachers rating 
principal outstanding than 
teachers giving less favorable 
ratings 
Lower rating by teachers rating 
principal below average than 
teachers giving more favorable 
ratings 
Lower rating by teachers rating 
principal below average than 
teachers giving more favorable 
ratings 
Lower rating by teachers rating 
principal below average than 
teachers giving more favorable 
ratings. Higher rating by 
teachers rating principal 
outstanding than average 
Effect of Evaluation Rating on Teacher's Willingness to Accept 
Principal's Instructional suggestions 
Characteristic 
Creates an atmosphere where there is 
an on-going concern for improving 
instructional effectiveness 
Makes materials, equipment, and 
supplies readily available 
Demonstrates positive staff 
relationships 
Significant at .05 level 
Higher rating by teachers rating 
effect as positive over teachers 
rating it as neutral 
Higher rating by teachers rating 
effect as positive over teachers 
rating it as neutral 
Lower rating by teachers rating 
effect as neutral than more 
favorable ratings 
TABLE 14 (Cont.) 
CHARACTERISTICS IDENTIFIED BY TEACHERS AS MOST INFLUENTIAL IN 
POSITIVELY INFLUENCING THEIR INSTRUCTIONAL PRACTICES ACCORDING TO 
DEMOGRAPHIC DIFFERENCES OF THE TEACHER 
Effect of Evaluation Rating on Teacher's Willingness to Accept 
Principal's Instructional Suggestions 
Characteristic Significant at 5% level 
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Communicates criteria used in Lower rating by teachers rating 
evaluation procedure in a clear manner effect as positive over teachers 
rating it as neutral or very 
positive 
Involves staff in planning and 
implementation of school and district 
goals 
Higher rating by teachers rating 
effect as very positive over 
teachers rating it as positive 
In addition to the significant trends listed above, following are 
some additional trends significant at the .15 level of significance. 
Asterisked characteristics in the left-hand column indicate 
corresponding trends in the teachers decriptive data of research 
question number two. A single asterisk indicates a corresponding 
significant trend at the .05 level in the teacher descriptive data of 
research question number two; a double asterisk indicates a 
corresponding trend at the .15 level of significance in the teacher 
descriptive data of research question number two; a triple asterisk 
indicates an opposite trend found in the teacher descriptive data of 
research question number two. Asterisked trends in the right-hand 
column indicate the same pattern of corresponding-opposite trends in 
the principal data for question number three. 
I.Teachers age forty-one to fifty rated the following as more 
influential than teachers age thirty-one to forty: 
216 
-Participates in graduate course offerings, inservice 
training and conferences aimed at his/her professional growth 
and development 
-Complies with district evaluation procedures 
2. Teachers more than fifty years of age rated the following as 
more influential than teachers age twenty-one to thirty: 
-Keeps parents and the community informed about progress, 
purpose, and the nature of the school's mission 
-Effectively interprets the instructional program to the 
school community and provides opportunities for parents to 
support these goals and objectives *** 
and more influential than teachers age forty one to fifty: 
-Communicates criteria used in evaluation procedure in a 
clear manner 
3. Teachers age twenty one to thirty rated the following as more 
influential than teachers age thirty one to forty: 
-Conducts regular sessions with teachers to discuss and 
review performance 
-Contributes to building/district committees, staff meetings, 
and inservices 
4. Female teachers rated the following as more influential than 
male teachers: 
-Demonstrates a knowledge of the current research on 
effective instructional methods 
-Presents timely and effective inservice to staff 
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5. Teachers with sixteen or more years of experience rated twenty 
five of the thirty characteristics as less influential than 
teachers with less experience including the following: 
-Keeps parents and the community informed about progress, 
purposes, and the nature of the school's mission 
***-Effectively interprets the instructional program to the 
school community and provides opportunities for parents to 
support these goals and objectives 
-Communicates criteria used in evaluation procedure in a 
clear manner** 
-Involves staff in planning and implementation of school and 
district goals 
-Presents timely and effective inservice to staff 
6. Teachers working under their present principal five or less 
years rated the following higher than teachers working under 
their principal six to fifteen years: 
**-Encourages parents and citizens to actively participate in 
school events and activities 
-Demonstrates the ability to improve the instructional 
program of a building and higher than teachers working under 
their principal more than fifteen years 
-Keeps parents and the community informed about progress, 
purposes, and the nature of the school's mission 
-Visits classroom regularly to supervise the teaching process 
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7. Teachers working in their present school five or less years 
rated the following as more influential than teachers working in 
their school six to fifteen years: 
**-Complies with district evaluation procedures 
-Makes materials, equipment, and supplies readily 
accessible*** 
and more influential than teachers working in their school more 
than fifteen years 
*-Encourages and helps teachers to set goals for growth and 
improvement and develop professionally 
-Visits classrooms regularly to supervise the teaching 
process 
-Regularly evaluates the school's instructional program 
including analyzing school-wide test data to identify 
instructional strengths and weaknesses and communicates 
trends effectively to teachers*** 
8. Teachers with BS/BA degrees rated the following as more 
influential than teachers with MS/MA degrees: 
***-Provides helpful feedback/suggestions after visiting 
classrooms** 
-Is ethical, professional and discreet with student, staff 
and parental matters 
9. Intermediate teachers rated the following as less influential 
than other teachers: 
-Encourages parents and citizens to actively participate in 
school events and activities 
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10. Specialist teachers rated the following as more influential 
than other teachers: 
-Conducts regular sessions with teachers to discuss and 
review performance 
and less influential than other teachers: 
***-Presents timely and effective inservice to staff*** 
11. Primary teachers rated the following as more influential than 
intermediate teachers: 
-uses the evaluative rating in the evaluation plan in a fair 
consistent manner 
12.Teachers who rated their principal as outstanding in their 
ability to positively affect instructional change in their school 
rated the following as more influential than teachers who rated 
their principal as average: 
-Participates in graduate course offerings, inservice 
training and conferences aimed at his/her professional growth 
and development 
-Makes materials, equipment, and supplies readily accessible 
-uses the evaluative rating in the evaluation plan in a fair 
consistent manner 
-Establishes, facilitates and monitors an orderly set of 
building procedures and schedules that results in a smoothly 
operating school 
13. Teachers who viewed the rating system of their evaluation 
plan as having a very positive effect on their teaching rated the 
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following as more influential than teachers who viewed the rating 
system less favorably: 
-Demonstrates a knowledge of the current research on 
effective instructional methods 
-Presents evaluations to teachers in a fair and considerate 
manner 
14. Teachers who viewed the rating system of their evaluation 
plan as having a positive effect on their teaching rated the 
following as more influential than teachers who viewed the rating 
system as having a neutral effect: 
-Establishes, facilitates and monitors an orderly set of 
building procedures and schedules that results in a smoothly 
operating school 
15. Teachers who viewed the rating system of their evaluation 
plan as having a positive effect on their teaching rated the 
following as more influential than teachers who viewed the rating 
system as having a very positive effect: 
-Encourages parents and citizens to actively participate in 
school events and activities 
Analysis and Discussion of Results 221 
While there were substantial differences is the way principals 
and teachers viewed principals who identified themselves as effective 
instructional leaders, it is interesting to note that principals and 
teachers agreed for the most part on what principal 
characteristics/behaviors were most influential instructionally. 
However, it is interesting to note the ones on which principals and 
teachers disagreed. Principals rated the following characteristics 
considerably higher than teachers: 
Conducts regular sessions with teachers to discuss 
and review performance 
Effectively articulates the instructional goals of 
the school to staff and students giving a sense of 
purpose to all school activities 
Visits classrooms regularly to supervise the 
teaching process 
Regularly evaluates the school's instructional 
program including analyzing school-wide test data 
to identify instructional strengths and weaknesses 
and communicates trends effectively to teachers 
Demonstrates the ability to improve the 
instructional program of a building 
Rank in Importance 
Principal Teacher 
8-9 21 
11-13 17 
11-13 26 
15-16 23 
4 12 
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On the other hand, teachers rated the following as more instructionally 
influential than principals: 
Rank in Importance 
Principal Teacher 
Encourages and helps teachers to set goals for 
growth and improvement, and develop professionally 21-23 13 
Communicates criteria used in evaluation procedure 
in a clear manner 
Establishes, facilitates and monitors an orderly set 
of building procedures and schedules that results in 
a smoothly operating school 
14 
11-13 
9 
7 
Interestingly, all five of the characteristics considered more 
influential by principals are instructionally oriented. It is 
surprising how low a priority teachers gave to a principal visiting 
classrooms, discussing performance, and evaluating the instructional 
trends of the building compared to other characteristics. Yet 
communicating what is expected in instruction through the evaluation 
plan was considered very important. This may reflect the teachers' 
regard for the importance of a positive summative evaluation than the 
value they place on the principal's role in formative evaluation. 
Another interesting trend is the high priority put on the facilty 
management activity of establishing and monitoring building procedures 
as more important instructionally than curriculum/instructional and 
staff development activities. It would appear that teachers value 
223 
communication about performance expectations but do not value on-sight 
supervision. While teachers often express the desire and appreciation 
of principals visiting their classrooms, the data suggests that the 
value of this may be more in showing care and concern for the teacher's 
work rather than influencing their instruction. Another possible 
explanation may emerge from looking at the two common priorities of the 
principals and teachers. Both groups consider creating an atmosphere 
where there is an on-going concern for improving instructional 
effectiveness and making materials, equipment, and supplies readily 
accessible as important. Creating this atmosphere may not include the 
direct supervisory characteristics that principals listed and for which 
teachers placed a lower priority. In addition, the facility management 
task of providing teachers with materials may be the type of task that 
creates the on-going concern for improving instructional effectiveness. 
The data would suggest the possibility that influencing teachers 
instructional practices is more a factor of principals effectively 
empowering teachers to improve themselves than direct supervision of 
teaching by the principal. 
Again, the teacher data shows more differences in the demographic 
sorts than does the principal data which may be due to statistical 
differences related to the small sample of principals compared to 
teachers. Principals in large buildings saw the need to keep parents 
informed about the school's mission, and faculty informed of upcoming 
events, as more influential than did principals in smaller buildings. 
This may indicate that communication tasks to general audiences may be 
more important for principals in large buildings than smaller 
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buildings. The higher emphasis on instructionally oriented tasks by 
younger principals compared to the higher emphasis on facility 
management and personal characteristics by older principals may 
indicate a difference in school board priorities for the role of the 
principal at the different times when these principals were hired or 
may be a factor of the principal's career cycle with older principals 
being less instructionally oriented perhaps because of the greater time 
difference since they were teachers than younger principals. Principals 
with six to fifteen years of experience regarded encouraging and 
helping teachers set goals for growth and improvement and demonstrating 
the ability to improve the instructional program of a building as more 
important than more or less experienced principals indicating that it 
may take at least five years for a principal to be able to effectively 
perform these tasks. This is particularly important since teachers 
placed a high influential priority on principals helping teachers set 
goals for growth and improvement. In addition, it may be of note to 
notice that principals with more than fifteen years of experience rated 
clearly communicating criteria used in the evaluation procedure as less 
influential than other principals and establishing, facilitating and 
monitoring an orderly set of building procedures as more influential 
than other principals. Another interesting trend is the higher rating 
given to such tasks by male principals over female principals. Male 
principals rated school/community relations and facility management 
tasks such as effectively interpreting the instructional program to the 
school community, seeing that physical facilities are kept clean, 
involving staff in planning and implementation of school and district 
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goals, and keeping faculty informed of upcoming events as more 
instructionally influential than did female principals. Still another 
important trend lies in the instructional orientation of the factors 
that principals with more than fifteen years of teaching experience 
considered more influential than other principals. In addition, they 
regarded establishing, facilitating and monitoring an orderly set of 
building procedures and schedules as less influential than other 
principals. 
Still another important trend in the data is the apparent lack of 
correlation for many tasks considered influential to those identified 
as highly descriptive of principals. While principals did rate 
themselves high on some qualities that they considered instructionally 
influential, they viewed many qualities that were not as descriptive of 
themselves as influential and viewed many qualities that were highly 
descriptive as not as influential. It is not clear whether principals 
place a lower priority on influencing instruction than does the state, 
principals feel less capable of fulfilling some of these behaviors, or 
constraints of the position make it difficult to display some of these 
characteristics as often as others that are not as instructionally 
influential. Another explanation may be that principals perceive that 
the way to be instructionally influential in a school may be to create 
a total perception that is not necessarily equal to the sum of their 
performance on those characteristics that they consider more 
instructionally influential. It may be more a product of instructional 
and non-instructional behaviors/characteristics such as keeping 
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facilities clean and providing an orderly set of building routines and 
schedules. 
In analyzing the teacher data sorted on the basis of demographic 
differences for the principal, many of the trends that emerged in the 
data for research question number two emerged again, but fewer of them 
are statistically significant. Teachers in smaller buildings 
considered visiting classrooms regularly more influential than teachers 
in larger buildings. This may be due to the fact that they are visited 
more often than teachers in larger buildings because principals in 
smaller buildings have fewer individual classrooms to visit and can 
visit each one more often. One of the reasons that the aggregate data 
indicated that teachers regarded this as a very low priority in 
influencing instruction may be the few visits that teachers actually 
get from their principal and the little feedback they indicated they 
receive, a trend that emerged in the descriptive data from research 
question number two with which principals agreed in their descriptive 
data from research question number one. The influence of classroom 
visitations may really depend on how often a principal is able to visit 
with more visits accompanied by feedback making this more influential 
and fewer visits leaving little impact on the teacher. 
Again, teachers working under older principals considered 
instructionally related characteristics as less influential than 
younger principals, yet rated keeping faculty informed of upcoming 
events or pertinent information as more influential than younger 
principals. Teachers working under female principals regarded 
instructionally related tasks as more influential than teachers working 
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under male principals. Unlike the descriptive data which showed the 
greatest number of statistically significant differences in teacher 
data attributable to the gender of the principal, this data showed the 
greatest number associated with the experience of the principal. 
Teachers working under more experienced principals (more than fifteen 
years) regarded instructionally related characteristics as less 
influential than teachers working under less experienced principals. It 
is not clear how much of this effect is attributable to the the fact 
that these principals displayed these characteristics to a lesser 
degree than other principals {seven of the ten statistically 
significant differences also appeared in the descriptive data in 
question number two) or that these characteristics/behaviors are simply 
not as influential with their staffs as they are for less experienced 
principals. As in other parts of the study, teachers regarded 
instructionally oriented characteristics more influential for 
principals with more teaching experience particularly in special 
education or in both primary and intermediate grades than did teachers 
working for principals with specialist or intermediate grade only 
experience. The ability to be ethical, professional, and discreet with 
student, staff and parental matters was regarded as more influential by 
teachers working under principals with specialist teaching experience 
than teachers working for principals with other types of teaching 
backgrounds, a trend that was also perceived by principals with 
specialist teaching backgrounds. 
In comparing the data to the teachers' descriptive data in 
question number two, many {forty-three of fifty-seven) but not all of 
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the significant differences do appear in that data suggesting that 
there is the possibility that the degree of influence of some of these 
characteristics for teachers may be related to the degree they actually 
appear in their principal rather than be independent of whether the 
principal displays them or not as indicated in the wording of the 
survey question. Teachers may actually regard what they see and 
experience as more influential than the potential of what they have not 
experienced. It is interesting to note that the list of differences in 
influence that do not appear in the identification data relate to the 
perceptions of teachers in smaller buildings and principals with five 
or less years of experience or more than fifteen years of experience 
and include instructionally related and non-instructionally related 
tasks. It is also interesting to note that all differences related to 
the gender of the principal were noted in the descriptive data which 
may indicate that the degree of difference in influence for many of 
these characteristics may be that female principals display them more 
often than male principals and thus they become more instructionally 
influential. 
In comparing the data to the principals' data, few similarities 
emerged. In general, many of the differences in 
characteristics/behaviors that teachers working under different types 
of principals considered most influential are not viewed the same way 
by principals possessing the same demographic characteristics. Of the 
many differences cited by teachers working under female principals, 
only two are scored as more influential by female principals over male 
principals. They involved effectively interpreting the instructional 
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program to the school community and providing opportunities for parents 
to support these goals and objectives, and creating an atmosphere where 
there is an on-going concern for improving instructional effectiveness. 
This may be due to the relative underestimating of the influence of 
these characteristics by female principals compared to male principals, 
or the overestimating of their influence by male principals compared to 
female principals. 
One opposite trend in the data comparing principals perceptions 
to those of the teachers who work with them is the difference in the 
way teachers working under principals with special education or primary 
and intermediate grade experience rated the higher influence of regular 
evaluation of the school's instructional program compared to teachers 
working under principals with other backgrounds. In contrast, 
principals with specialist experience rated this higher than principals 
with primary and intermediate experience. In addition, there were few 
differences in ratings by teachers working for principals with MS/MA 
versus specialist or Ph.D. educational degrees compared to several 
differences that appeared in the ratings of these principals. One 
contrasting trend between the principal and teacher data is that 
principals with MS/MA degrees regarded visiting classrooms regularly to 
supervise the teaching process as more influential while teachers 
working under principals with a PhD regarded this more influential than 
teachers working under a principal with MS/MA degree. 
Again, as expected, there is a clear relationship between the 
relative influence of principal characteristics/behaviors to teachers 
judgments of a principal's ability to bring positive instructional 
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change to the school and to the teacher. An outstanding rating was more 
correlated to significantly higher ratings on the instructional 
characteristics, which should be the case. Interestingly, the 
differences in ratings given by teachers giving different ratings to 
the effect of the evaluative rating system were very few compared to 
the effect of differences in the way teachers regarded their 
principal's ability to affect positive building and classroom 
instructional change. This suggests the possibility that the 
evaluative rating is perceived as having little effect on teachers' 
perceptions of what characteristics are most influential. The only 
evaluation-related characteristic that received significantly different 
ratings pertained to communicating criteria used in the evaluation 
procedure in a clear manner with the somewhat surprising result of 
lower ratings by teachers who regarded the rating's effect on 
instruction as positive than those of teachers regarding the effect as 
neutral or very positive. 
In analyzing the influential data based on demographic 
differences of the teachers, more differences emerged than were seen in 
the descriptive data for research queston number two. Younger teachers 
rated instructionally oriented tasks such as visiting the classroom and 
providing feedback as more important than older teachers. Older 
teachers regarded supporting discipline and using the evaluative rating 
in a fair consistent manner as more important than younger teachers. 
Another trend is the relative higher importance female teachers gave to 
conducting regular sessions with teachers to discuss and review 
performance, demonstrating a knowledge of the current research on 
effective instructional methods, and presenting timely and effective 
inservice to staff, as well as finding materials accessible than did 
male teachers. 
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In contrast to the desciptive data, the number of years of 
teaching experience, the number of years in present school, and the 
number of years under present principal produced more differences in 
the ratings of the influence of various characteristics. Less 
experienced teachers tended to rate a variety of tasks as more 
influential than other teachers which may indicate their greater 
dependence on the principal. Again, less experienced teachers rated 
instructionally related tasks as more influential while more 
experienced teachers regarded evaluation oriented tasks as less 
influential suggesting that the difference in job security may affect 
the differences in perceived importance of various characteristics 
since more experienced teachers tend to be tenured while less 
experienced teachers are more likely to be untenured. However, teachers 
age fifty~one and older rated such evaluation oriented activities as 
communicating the criteria used in the evaluation procedure in a clear 
manner and using the evaluative rating in a fair and consistent manner 
as more influential than younger teachers suggesting that while the 
influence or anxiety about evaluation generally diminishes with teacher 
experience, this concern may increase as teachers reach age fifty.one. 
This may relate to older teachers' often expressed perceptions that 
principals are trying to encourage them to retire through the use of 
the evaluation system or may actually relate to lower evaluations or 
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less perceived satisfaction from the evaluative process on the part of 
older teachers. 
In comparing the difference in ratings between teachers having 
different demographic characteristics to the differences in the way 
these teachers described their principal in the data from research 
question number two, relatively few differences appeared on both lists. 
In other words, while different kinds of teachers were instructionally 
influenced by different principal characteristics, they different kinds 
of teachers described their principal similarly in their descriptive 
ratings. For a few characteristics, the trends are the opposite of the 
differences they noted in their descriptive data. For example, teachers 
age forty-one to fifty rated promoting and supporting order and 
discipline in the school as more influential than teachers age 
fifty-one and older even though teachers age fifty-one and older were 
more likely to describe their principal as displaying this 
characteristic than younger teachers. Presenting evaluations to 
teachers in a fair and considerate manner and demonstrating positive 
staff relationships was rated as more influential by teachers working 
in their present school five or less years than teachers who had been 
there longer, while teachers with more than fifteen years of experience 
in their school were more likely to give their present principal a 
higher descriptive rating on this characteristic. In addition, there 
were few similarities in the differences in ratings according to 
demographics of the teachers compared to the differences in ratings 
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according to the demographics of the principals. Younger or female 
principals did not view the same things as influential as younger 
teachers or female teachers. A few trends actually reflect opposite 
perceptions. Keeping parents and the community informed about progress, 
purposes, and the nature of the school's mission and being perceived as 
ethical, professional and discreet with student, staff and parental 
matters was seen as more influential by primary teachers over 
specialist teachers, yet principals with a specialist teaching 
background saw it as more influential over principals with a primary 
and intermediate grade teaching background. Presenting evaluations to 
teachers in a fair and considerate manner was considered more 
influential by teachers working in their present school five or less 
years while principals with six to fifteen years of principal 
experience saw it as most influential. Clearly the difference in the 
roles of the principal and teacher are more important in their 
perceptions than the similar demographics such as experience, gender, 
and age. 
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Research Question #4 
Which aspects of the principal's role are positive perceptions most 
correlated to his/her ability to positively influence instructional 
practices of teachers? 
After identifying the characteristics that principals and 
teachers thought were most influential in giving a principal 
credibility to positively influence their teaching, the study turned 
its attention to identifying whether these characteristics were those 
traditionally identified as ones associated with curriculum and 
instructional leadership or really associated with other roles of the 
principal, and if they were not, which roles become critical to a 
principal's credibility to positively influence teachers' instruction. 
Each of the behavior/characteristics on the study was validated by a 
group of teachers and principals as fitting into one of the six 
principal roles defined by the state: Curriculum and Instructional 
Leadership (CI), School/Community Relations (SC), Personnel Evaluation 
(PE), Staff Development (SSD), Management of School Facilities (FM), 
and Professional Responsibilities, Characteristics, and Activities 
(PPA) • (Because many principals do not have a major role in managing 
budgets for their building, the seventh role, School Finance, was not 
included.) The average scores for each characteristic were combined and 
averaged for a total mean score for each category. (See appendix for 
the correlation of each survey characteristic to the category.) In 
addition, a question asking teachers to rate each of these roles was 
also included on the questionnaire. The combined mean for each category 
of characteristics was compared to the mean rating for the 
corresponding role on the survey question. 
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Aggregate Results 
Table 15 presents the results of the aggregate data: 
TABLE 15 
INFLUENCE OF PRINCIPALS'S ROLES ON THEIR ABILITY TO INFLUENCE 
INSTRUCTION 
Principals' Data 
Average 
Mean of Category 
Characteristics 
Rating Rank 
Curriculum and Instructional Leadership 3.193 4 
School/Community Relations 2.892 6 
Personnel Evaluation 3.197 3 
Supervision and Staff Development 3 .211 2 
Management of School Facilities 3.313 1 
Professional Responsibilities/Characteristics3.033 5 
Activities 
Teachers' Data 
Average 
Mean of Category 
Characteristics 
Rating Rank 
Curriculum and Instructional Leadership 3.229 4 
School/Community Relations 2.969 6 
Personnel Evaluation 3.34 2 
Supervision and Staff Development 3.287 3 
Management of School Facilities 3.435 1 
Professional Responsibilities/Characteristics3.219 5 
Activities 
Average 
Mean on Quest. 
1 on Survey 
Rating Rank 
3.867 1 
3.267 4 
3.467 3 
3.733 2 
2.867 6 
2.9 5 
Average 
Mean on Quest. 
1 on Survey 
Rating Rank 
3.806 1 
3.409 4 
3.478 3 
3.619 2 
3.347 5 
3.198 6 
While principals ranked Curriculum and Instructional Leadership 
as the most important role on the survey question, their ratings on the 
characteristics on the survey ranked it only fourth in importance in 
instructionally influencing their teachers. On the other hand, while 
principals ranked management of school facilities as lowest in 
importance, their ratings on the characteristics on the survey ranked 
it first in importance in instructionally influencing their teachers. 
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With the exception of teachers rating personnel evaluation 
slightly higher than supervision and staff development, the ratings on 
the importance of the roles were the same. In addition, the same 
inconsistency between the perceived importance of the roles and the 
ratings of the corresponding characteristics emerged in the teacher 
data. 
Significant Differences in Principal Data By Demographic 
Characteristics of the Principal 
In addition to the aggregate data, the data on the survey 
question was analyzed in terms of demographic characteristics of the 
principal including school size, principal age, principal gender, years 
of principal experience, years of principal experience in present 
school, years of teaching experience, grades taught, and highest 
educational degree. Table 16 indicates significant differences that 
were obtained. 
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TABLE 16 
PRINCIPALS' VIEW OF THE INFLUENCE OF THEIR ROLES ON THEIR ABILITY TO 
INFLUENCE INSTRUCTION ACCORDING TO DEMOGRAPHIC DATA OF THE PRINCIPAL 
Characteristic 
school Size 
Principal Age 
Principal Gender 
Principal Exp. 
Yrs. Exp. in Present 
School 
CI 
Principal-Teaching Exp. 
Principal-Teaching Exp. 
Grade 
SC 
Highest Educational Lower rating 
Degree by principals 
with PhD than 
MS/MA or spec. 
experience 
PE 
Role 
SSD FM 
Higher rating 
by principals 
of schools 450+ 
than 250-450 
PPA 
Lower rating 
by principals 
age 35 or of 
Lower rating 
by principals 
age 36-50 
younger than than principals 
older principals age 50+ 
Higher rating Higher rating 
by principals by teachers 
with primary with special. 
and intermediate experience 
teaching experience than primary 
than special education and int. 
experience experience 
I 
Significant Differences in Teacher Data Sorted By Demographic 
Characteristics of the Principal 
238 
As in preceding questions, the teacher data was analyzed 
according to the demographic characteristics of the principal to see if 
teachers working under these principals viewed the relative importance 
of each role in its ability to positively influence instruction the 
same way as the principals. Following is Table 17 which shows the 
significant trends in this data. 
TABLE 17 
TEACHERS' VIEW OF THE INFLUENCE OF THE PRINCIPAL'S ROLES ON THE 
PRINCIPALS'S ABILITY TO INFLUENCE THEIR INSTRUCTION ACCORDING TO 
DEMOGRAPHIC DATA OF THE PRINCIPAL 
Role 
Characteristic CI SC PE SSD FM PPA 
School Size 
Age of Prin. 
!Principal Gender 
! 
Higher rating 
by teachers 
working under 
female 
principals 
Higher rating 
by teachers 
working under 
female 
principals 
Higher 
rating 
by 
teacher 
working 
under 
female 
principaJ 
Principal Experience Lower rating by 
teachers working 
under principal 
age 50+ 
Lower rating by 
teachers working 
under principal 
age 50+ than 
age 36-50 
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TABLE 17 (Cont.) 
TEACHERS' VIEW OF THE INFLUENCE OF THE PRINCIPAL'S ROLES ON THE 
PRINCIPALS'S ABILITY TO INFLUENCE THEIR INSTRUCTION ACCORDING TO 
DEMOGRAPHIC DATA OF THE PRINCIPAL 
Characteristic 
Principal 
Teaching Exp. 
Principal-Teaching 
Exp.-Grade 
teaching experience 
Highest Educational 
Degree 
CI SC 
Higher rating by 
teachers working 
under principal 
with 15+ years 
Role 
PE 
of teaching exp. 
than with less exp. 
Higher rating by 
teachers working 
under principal 
with special education 
than with specialist 
or intermediate exp. 
SSD FM PPA 
Higher rating 
by teachers 
working under 
principal with 
16+ years of 
teaching exp. 
than with less 
Significant Differences in Teacher Data Sorted By Demographic 
Characteristics of the Teacher 
As in preceding questions, the teacher data was analyzed 
according to the demographic characteristics of the teacher. 
Following is Table 18 which shows the significant trends in this data. 
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TABLE 18 
TEACHER DATA BASED ON DEMOGRAPHIC FACTORS OF THE TEACHER 
Characteristic 
Age 
Gender 
Teaching Exp-Yrs. 
Teaching Exp-Grade 
Exp. Under Principal 
IExp. in Present 
!Class Size 
School 
I 
CI 
Highest Educational Degree 
SC PE 
Higher rating 
by teachers 
age 50+ than 
teachers 
age 31-50 
SSD FM PPA 
Lower rating 
by teachers 
with 6-15 yrs. 
exp. than more 
or less exp. 
teachers 
Higher 
rating by 
teachers 
with 
16-25 
class size 
than larger 
class 
Priority of Principal Roles in Influencing Instruction 
The major trend found when comparing the rankings of the mean 
ratings for each survey characteristic to the rankings of the mean 
scores on the survey question was that teachers ranked the 
characteristics of facility management as much more influential than 
they rated the role of facility manager. The rankings of this data were 
further analyzed in terms of the demographic characterics of the 
principals and teachers. 
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The principal data were first analyzed in terms of the 
demographic characteristics of the principals. Table 19 shows the mean 
ranking in importance for the average of the characteristics that 
correspond to each role. (The rankings on the survey question are in 
parenthesis below each row of rankings for comparison.) 
TABLE 19 
PRINCIPALS' RANKING OF INSTRUCTION INFLUENCE OF ROLES BY DEMOGRAPIC 
CHARACTERISTICS OF THE PRINCIPAL 
Demographic Characteristic CI SC PE SD FM PPA 
250 or less 1 6 2 3 4 5 
School (1-2) (4-6) (1-2) (3) (4-6) (4-6) 
Size 251-450 3 6 4 2 1 5 
(2) (4) (3) (1) (5) (6) 
450+ 4 6 3 2 1 5 
(1) (3-4) (5) (2) (6) (3-4) 
35 and younger 1 3 5 2 4 6 
(1-2) (3-5) ( 6) (1-2) (3-5) (3-5) 
Age 36-50 2 6 1 4 2 5 
(1) (4) (3) (2) (6) (5) 
50+ 4 6 5 3 1 2 
(1-2) ( 4) (3) (1-2) (5) (6) 
Male 4 6 3 2 1 5 
Gender (1) (4) (3) (2) (5-6) (5-6) 
Female 1 6 2 3 4 5 
(1) (6) (2-4) (2-4) (5) (2-4) 
5 or less 1 6 2 3 4 5 
Years of (1) (5) (2) (3) (6) (4) 
Principal 6-15 4 5 3 2 1 6 
Experience (2) (4) (3) (1) (5) ( 6) 
15+ 5 6 3 4 1 2 
(1) (3) (4) (2) (5) (6) 
I 
! 
I 
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TABLE 19 (Cont.) 
PRINCIPALS' RANKING OF INSTRUCTION INFLUENCE OF ROLES BY DEMOGRAPIC 
CHARACTERISTICS OF THE PRINCIPAL 
Demographic Characteristic CI SC PE SSD FM pp~ 
5 or less 3 6 4 1 2 5 
Years (1) ( 4) (3) (2) (6) (5) 
Principal 6-15 3 6 2 4 1 5 
of Present ( 1-2) (4) (3) (1-2) (5) (6) 
school 15+ 4 5 6 2 1 3 
(1) (2-3) (4) ( 2-3) (6) (5) 
5 or less 5 6 3 2 1 4 
Years of ( 1) (4) (3) (2) (5) (6) 
Teaching 6-15 4 6 3 2 1 5 
Experience ( 1) (4) (3) (1) (6) (5) 
15+ 1 4-5 3 4-5 6 2 
(1-2) (5-6) (1-2) (3-4) (5-6) ( 3-4) 
Intermediate 2 6 4 1 2 5 
Grades (1) ( 4) (3) (2) (6) (5) 
Taught Specialist 3 4-5 1 4-5 6 2 
(1-2) (3-6) (3-6) (1-2) (3-6) (3-6) 
Special Education 1 4 5 2 3 6 
(1) (4-6) (3) (2) (4-6) ( 3) 
Primary/Int. 3 5 1 2 6 4 
(1-2) (4) (1-2) (3) (5) (6) 
MA/MS 3 6 4 2 1 5 
Degree (1) ( 4) (3) (2) (5-6) (5-6) 
CAS 3 5 2 4 1 6 
(1-2) (4) (3) (1-2) (6) (5) 
PhD 1 6 3 4 2 5 
(3-4) (3-4) (1-2) (1-2) (5-6) (5-6) 
The teacher data were also analyzed by demographic 
characteristics of the principal with which the teacher was 
working. Table 20 shows the rankings of each role. Major differences 
in this data compared to the principals' data is asterisked. 
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TABLE 20 
TEACHERS' RANKING OF INSTRUCTIONAL INFLUENCE OF ROLES BY DEMOGRAPIC 
CHARACTERISTICS OF THE PRINCIPAL 
Demographic Characteristic CI SC PE SSD FM PPA 
250 or less 4 6 1 2 3 5 
School (2-3) (6) (1) (2-3) (4-5) (4-5) 
Size 251-450 5 6 2 3 1 4 
(1) (4) (3) (2) (5) (6) 
450+ 5 6 2 3 1 4 
(2) (3) ( 4) (1) (5) ( 6) 
35 and younger 1 6 5 3 2 4 
( 1) (5) (4) (2) (3) ( 6) 
Age 36-50 5 6 1 3 2 4 
( 1) ( 4) (3) (2) (5) ( 6) 
50+ 5 6 2 3 1 4 
(1-2) (5) ( 4) (1-2) (3) (6) 
Male 5 6 2 4 1 3 
Gender (1) ( 4) (3) (2) (5) ( 6) 
Female 4 6 3 2 1 5 
( 1) (4) (3) (2) (5) ( 6) 
5 or less 4 6 2 3 1 5 
Years of (1) (5) (3) (2) ( 4) (6) 
Principal 6-15 3 5 6 2 1 4 
Experience (1) (3-4) (3-4) (2) (5) ( 6) 
15+ 5 6 2 4 1 3 
( 2) (5) (4) (1) (3) (6) 
5 or less 
Years (1) (4) (3) (2) (6) (5) 
Principal 6-15 
of Present (1-2) (4) (3) (1-2) (5) (6) 
School 15+ 
(2) (3) (5) (1) (4) (6) 
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TABLE 20 (Cont.) 
TEACHERS' RANKING OF INSTRUCTIONAL INFLUENCE OF PRINCIPALS ROLES BY 
DEMOGRAPHIC CHARACTERISTICS OF THE PRINCIPAL 
Demographic Characteristic CI SC PE SSD FM 
5 or less 5 6 2 3 1 
Years of (1) (3-4) (3-4) (2) (5) 
/Teaching 6-15 5 6 2 4 1 
I Experience (2) ( 4) ( 3) (1) (5) 
15+ 5 6 1 2 3 
(1) (5) (3-4) (3-4) (2) 
Intermediate 5 6 2 3 1 
Grades (1) (3) (4) (2) (5) 
Taught Specialist 5 6 1 4 2 
(3) (5) (1-2) (1-2) ( 4) 
Special Ed. 2 6 4 3 1 
(1) (5) ( 4) (2) (3) 
Primary/Int. 4 6 3 2 1 
(1-2) (4) (3) (1-2) (6) 
MA/MS 5 6 2 3 1 
Degree (1) (4) (3) (2) (5) 
CAS 5 6 2 3 1 
(2) (5) (3) (1) (4) 
PhD 6 5 3 1 2 
(1-2) (3-4) (3-4) (1-2) (5) 
Again, the teacher data were then analyzed by demographic 
characteristics of the teachers. Table 21 shows these rankings. 
PPA 
4 
( 6) 
3 
(6) 
4 
( 6) 
4 
(6) 
3 
( 6) 
5 
(6) 
5 
(5) 
4 
(6) 
4 
(6) 
4 
(6) 
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TABLE 21 
TEACHERS' RANKING OF INSTRUCTIONAL INFLUENCE OF PRINCIPALS ROLES BY 
DEMOGRAPHIC CHARACTERISTICS OF THE TEACHER 
Demographic Characteristic CI SC PE SSD FM PPA 
250 or less 4 6 1 2 3 5 
School (2-3) (6) (1) (2-3) (4-5) (4-5) 
Size 251-450 5 6 2 3 1 4 
(1) (4) (2) (3) (5) (6) 
450+ 5 6 2 3 1 4 
(2) (3) (4) (1) (5) ( 6) 
21-30 4 6 3 2 1 5 
(1) (2) (4-5) (3) (6) (4-5) 
Age 31-40 5 6 2 3 1 4 
(2) (4) (3) (1) (5) ( 6) 
41-50 3 5 2 6 1 4 
(1) ( 5) (3) (2) (4) ( 6) 
50+ 5 6 4 3 1 2 
(1) (2-3) (4) (2-3) (5) ( 6) 
Male 5 6 2 4 1 3 
Gender (3-4) (3-4) (5) (2) (1) (6) 
Female 5 6 2 3 1 4 
(1) (4) (3) (2) (5) (6) 
5 or less 5 6 2 3 1 4 
Years of (1) (5-6) (4) (2) (3) (5-6) 
Teaching 6-15 4 6 2 3 1 5 
Exp. (2) ( 4) (3) (1) (5) (6) 
15+ 4 6 2 3 1 5 
(2) ( 4) (3) (1) (5) ( 6) 
5 or less 5 6 2 3 1 4 
Exp. (1) (4) (3) (2) (5) (6) 
Under 6-15 5 6 1 3 2 4 
Present (1-2) (4) (3) (1-2) (5) (6) 
Principal 15+ 1 6 5 3 2 4 
(2) (3) (5) (1) (4) (6) 
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TABLE 21 (Cont.) 
TEACHERS' RANKING OF INSTRUCTIONAL INFLUENCE OF PRINCIPALS ROLES BY 
DEMOGRAPHIC CHARACTERISTICS OF THE TEACHER 
Demographic Characteristic CI SC PE SSD FM PPA 
5 or less 4 6 3 2 1 5 
Exp. (1) (4) (3) (2) (5) ( 6) 
in 6-15 5 6 2 3 1 4 
School (2) (3) (5) (1) (4) (6) 
16+ 5 6 2 4 1 3 
(1) (3-5) (3-5) (2) (6) (3-4) 
Primary 4 6 2 3 1 5 
Grades (1) (4) (3) (2) (5) (6) 
Taught Intermediate 4 5 2 6 1 3 
(2) (3) ( 4) (1) (5) ( 6) 
Specialist 5 6 2 3 1 4 
( 4) (5) (1) (3) (2) (6) 
Special Education 5 6 4 3 1 2 
(1) ( 4) (3) (2) (5) (6) 
BS/BA 5 6 2 3 1 4 
Degree (1) (4) (3) (2) (5) (6) 
MS/MA 5 6 2 3 1 4 
(1) (4) (3) (2) (5) (6) 
15 or less 5 6 2 4 1 3 
Class (1) (3-4) (3-4) (5) (2) (6) 
Size 16-25 5 6 2 3 1 4 
(1) (5) (3) (2) (4) (6) 
26+ 4 6 2 3 1 5 
(2) (3) (4) (1) (5) ( 6) 
Below Average 4 6 2 5 1 3 
Rating (1) (3) (4) (2) (6) (5) 
of 
Principa Average 5 6 2 4 1 3 
on (1) (4) (3) (2) (5) ( 6) 
Ability 
to Bring Above Average 5 6 1 2 3 4 
Instruct· (2) (4) (3) (1) (5) (6) 
ional 
Change Outstanding 3 6 4 1 2 5 
(1) (4) (3) (2) (5) (6) 
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TABLE 21 (Cont.) 
TEACHERS' RANKING OF INSTRUCTIONAL INFLUENCE OF PRINCIPALS ROLES BY 
DEMOGRAPHIC CHARACTERISTICS OF THE TEACHER 
Demograohic Characteristic CI SC PE SSD FM PPA 
Below Average 4 6 3 5 1 2 
Rating of (2) (4) (3) (1) (5) (6) 
Principal Average 5 6 2 4 1 3 
on Ability (1) ( 4) (3) (2) (5) (6) 
To 
Positively Above Average 4 6 2 3 1 5 
Change (2) ( 4) (3) (1) (5) ( 6) 
Teacher's 
Teaching Outstanding 3 5 2 6 1 4 
(1) ( 4) (2-3) (2-3) (5) (6) 
Negative 5-6 1-2 4 3 1-2 5-6 
Rating on (4-5) (1-3) (6) (4-5) (1-3) ( 4) 
Effect of No Effect 5 6 2 4 1 3 
Evaluation (4-5) (4-5) (6) (2-3) (1) ( 2-3) 
Rating Positive 4 6 5 2 1 3 
on Teacher (2) ( 4) (1) (3) (5) (6) 
Willingness 
To Be Very Positive 5 6 4 2 1 3 
Influenced (2) (4) (3) (1) (6) (5) 
Instructiona ll.ly 
By Principal 
The mean rating from the survey question was then compared to the 
average for the mean ratings of each category's characteristics to see 
if significant differences between these means appeared. Tables 22 and 
23 presents the significant differences in the way principals and 
teachers rated each role versus the way the roles were rated by 
averaging the principals' and teachers' ratings for the 
characteristics. Significant differences were identified by performing 
ANOVA and T-tests on the two scores. The calculations for each of 
these tests can be found in the Appendix for question number four. S+ 
indicates that the rating for the survey question is significantly 
I 
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greater at the .OS level than the rating derived from averaging the 
characteristics. C+ indicates that the rating resulting from averaging 
the characteristics corresponding to the role is significantly greater 
at the .OS level than the rating given to the role on the survey 
question. Asterisks indicate a corresponding trend in the principal 
data. 
TABLE 22 
COMPARISON OF PRINCIPAL SURVEY QUESTION RATING TO RATING OF 
CHARACTERISTICS 
Roles 
Demographic Characteristic CI SC PE SSD FM PPJI 
Aggregate Data S+ s+ 
School Size 250 or less s+ S+ 
251-450 S+ S+ 
450+ S+ 
Principal Age 35 and younger S+ 
36-50 S+ 
50+ S+ 
Principal Gender Male S+ s+ 
Female S+ S+ S+ s+ 
Principal Exp. 5 or less years S+ S+ 
6-15 S+ S+ 
15+ S+ S+ S+ 
Principal Exp. 5 or less years S+ s+ 
in School 
6-15 S+ s+ 
15+ S+ S+ s+ 
TABLE 22 (Cont.) 
COMPARISON OF PRINCIPAL SURVEY QUESTION RATING TO RATING OF 
CHARACTERISTICS 
Roles 
Demographic Characteristic CI SC PE SSD FM PPA 
Principal 5 or less years S+ 
Teaching 
Experience 6-15 S+ 
15+ S+ S+ 
Grades Intermediate S+ 
Taught 
Specialist S+ S+ 
Specialist Education s+ 
Primary/Int. S+ S+ S+ S+ 
Principal MA/MS S+ 
Degree 
CAS S+ S+ 
Ph.D./Ed.D. S+ S+ 
TABLE 23 
COMPARISON OF TEACHER SURVEY QUESTION RATING TO RATING OF 
CHARACTERISTICS 
Roles 
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Demographic Characteristic CI SC PE SSD FM PPA 
Aggregate Data 
School Size 250 or less 
251-450 
450+ S+ S+ 
Principal Age 35 and younger I S+ 
I 
. I 36-50 
I 50+ 
TABLE 23 (Cont.) 
COMPARISON OF TEACHER SURVEY QUESTION RATING TO RATING OF 
CHARACTERISTICS 
Roles 
Demographic Characteristic CI SC PE SSD FM 
Principal Gender Male 
Female 
Principal Exp. 5 or less years 
6-15 
15+ 
Principal Exp. 5 or less years 
in School 
6-15 
15+ S+* S+* S+* 
Principal 5 or less years 
Teaching 
Experience 6-15 
15+ S+* 
Grades Intermediate 
Taught 
Specialist 
Specialist Educatio1 S+* S+ 
Primary/Int. 
Principal MA/MS 
Degree 
CAS 
PH.D./Ed.D. S+ s+ 
Teacher Age 21-30 
31-40 
41-50 
51-60 
250 
PPA 
I 
I 
I 
I 
I 
TABLE 23 (Cont.) 
COMPARISON OF TEACHER SURVEY QUESTION RATING TO RATING OF 
CHARACTERISTICS 
Roles 
Demographic Characteristic CI SC PE SSD FM 
Teacher Gender Male 
Female 
iYears Teaching 5 or less years S+* 
Experience 
6-15 
15+ S+ 
Years Exp. 5 or less years 
Under Present 
Principal 6-15 years 
15+ S+* S+* S+* S+* 
Grade Primary 
Intermediate S+ 
Specialist S+ 
Special Education S+ 
Teacher Degree BS/BA 
MS/MA 
Class Size 15 or less S+* S+ 
16-25 S+* 
25+ S+ s+ 
Rating of Below Average S+ S+ C+ 
Principals' 
Ability to Average S+ 
Bring Positive 
Instructional Above Average 
Change-School 
Outstanding S+ 
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PPl 
TABLE 23 (Cont.) 
COMPARISON OF TEACHER SURVEY QUESTION RATING TO RATING OF 
CHARACTERISTICS 
Roles 
Demographic Characteristic CI SC PE SSD FM 
Rating of Below Average S+ S+ 
Principals' 
Ability to Average 
1Bring Positive 
I Instructional Above Average 
Change-Teacher 
Outstanding S+ S+ 
Evaluation Satisfactory 
Rating 
Excellent 
Outstanding S+ 
Analysis and Discussion of Results 
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PPA 
Principals and teachers indicate strong similarities in the way 
they ranked the priorities in the roles of the principal. However, the 
data indicates that while principals and teachers rated curriculum and 
instructional leadership and supervision of staff development as the 
most important and influential roles of the principal, an analysis of 
their ratings indicates a very different pattern. When influential 
scores of characteristics for each role were averaged, the emerging 
pattern indicates that both principals and teachers really believed 
that facility management may be more related to instructional 
leadership instead of the lowest priority they indicated in the survey 
question. While it is possible that other curriculum and instructional 
leadership characteristics that are important could have been included 
in the questionnaire that might have changed the average ratings for 
curriculum and instructional leadership and the supervision and staff 
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development roles, it is just as likely that while principals and 
teachers give much lip service to the importance of these roles, they 
see some of the traditional facility management roles as really more 
important to their instructional leadership. In short, it may be 
important for a principal to schedule the building effectively, keep 
facilities attractive, and keep faculty informed about upcoming events 
than to analyze and communicate instructional trends from the test 
data. There may be a hierarchy of roles that must be completed before 
curriculum and instructional leadership can be perceived and the bottom 
rung on this hierarchy may be facility management. It is interesting 
that both teachers and principals perceived this in the way they rated 
the characteristics. 
In analyzing the differences in the rankings for each role on the 
survey question, more differences emerged in the principal data and 
teacher data sorted by demographic differences of the principal with 
which they were working than the teacher data sorted by demographic 
differences in the teachers themselves. Principals rated supervision 
and staff development activities as more influential in larger schools. 
This may be due to the principal's difficulty of finding time working 
one-on-one with teachers in a large school. Younger principals also 
rated personnel evaluation and facility management lower than did older 
principals. This may be due to the instructional orientation of many 
younger principals. Principals with primary and intermediate teaching 
experience put a higher rating on personnel evaluation than special 
education teachers, which may suggest the higher concern about 
evaluation regular education background principals had as teachers 
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compared to those in special education who often were not evaluated or 
were evaluated by someone other than the principal. Teachers working 
under female principals rated curriculum and instructional leadership, 
supervision and staff development, and professional responsibilities 
and activities roles higher in influence perhaps because they see their 
principals involved with these kinds of activities more than teachers 
working under male principals. Teachers working under principals with 
more than fifteen years of experience rated curriculum and 
instructional leadership, and supervision and staff development roles 
as less influential than other teachers perhaps for the same reason. 
Teachers working under special education background principals rated 
curriculum and instructional leadership activities higher in influence 
than other teachers because principals with special education 
backgrounds may have more knowledge in learning theory and learning 
styles and be more comfortable sharing this knowledge with teachers 
since they often did this when they were coordinating their programs 
with regular education teachers before they became principals. Thus 
again, teachers may be giving higher ratings to roles they see 
performed well rather than valuing them as absolutes. 
The same inconsistency between the relative priorities given to 
curriculum and instructional leadership and supervision and staff 
development activities compared to facility management activities on 
the characteristics versus the survey question continued in the data 
analyzed according to demographic characteristics of the principal. 
However, principals of building with 250 or less students, principals 
age thirty-five and younger, female principals, principals with five or 
255 
less years of experience, principals with more than fifteen years of 
teaching experience, and principals with primary and intermediate 
teaching experience did give priority to curriculum and instructional 
leadership activities in rating the characteristics compared to other 
principals and ranked facility management lower than other principals. 
In addition, it is interesting to find that the school/community 
relations role ranked fifth or sixth in priority with teachers being 
more consistent in their ratings. While personnel evaluation seems to 
be a middle priority, it was ranked unusually high by principals age 
thirty-six to fifty and principals with both primary and intermediate 
teaching experience. Their higher ranking may suggest that they may be 
able to use the process to influence instruction by writing evaluations 
that contain more pertinent suggestions or are written in a way that 
gives the principal instructional credibility. On the other hand, 
principals thirty-five and younger, principals more than fifty years 
of age, and principals who have been in their present school more than 
fifteen years ranked personnel evaluation as very low in influencing 
their teachers' instruction. Younger principals may not be writing 
strong instructionally oriented evaluations because they fear the 
political consequences to their own job if they do this before they 
establish their credibility. On the other hand, older principals with 
many years experience in a given school may not be using the evaluation 
process to encourage teachers to positively change their instruction 
because they do not feel they have the instructional skills to do so or 
they have already done this in past years and are satisfied with the 
instructional level of their building. In general, principals gave 
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professional responsibilities and activities a relatively low ranking 
in influencing instruction. Principals age fifty-one and older, 
principals with more than fifteen years of principal experience and 
principals with more than fifteen years of teaching experience ranked 
it higher in priority. This may indicate a more relationship-oriented 
style of leadership for older principals or principals in the later 
stages of their career. Principals with more than fifteen years of 
teaching experience may be instructionally oriented and spend time 
going to conferences to continue to expand their knowledge base which 
may account for their relatively higher rating of this role. 
The data comparing the rating on the survey question versus the 
characteristics indicate that the differences might be largely 
accounted for by the significantly more positive rating principals give 
the curriculum/instructional leadership and supervision and staff 
development roles on the survey question versus the characteristics 
rather than a discrepancy between the ratings on the survey question 
versus the characteristics on facility management. Interestingly, 
these two roles are consistently rated higher on the survey question 
than the characteristics. Neither the aggregate data nor the 
demographic sortings show significant differences in ratings on the 
survey question versus the characteristics suggesting that principals 
believe than the roles of curriculum/instructional leadership and 
supervision and staff development are more influential than their 
component behaviors and characteristics. 
Teachers also ranked facility management as a very high priority. 
Teachers working under principals in buildings of 250 or less students 
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or principals who had more than fifteen years of experience rated this 
role relatively lower, yet the average ratings on the characteristics 
never ranked this role lower than third even though teachers often 
ranked it fifty or sixth on the survey question. The lower ranking by 
principals in smaller buildings may indicate fewer facility management 
tasks need to be completed in small buildings. The curriculum and 
instructional leadership role received a particularly high priority 
from teachers working under principals age thirty-five or younger and 
principals with special education teaching backgrounds. Teachers ranked 
personnel evaluation much higher in influencing instruction than 
principals, indicating that teachers more than principals believe that 
the evaluation process has the ability to make instructional 
differences for teachers if principals will use it effectively. 
Teachers working under principals age thirty-five and younger, teachers 
working under principals with six to fifteen years of experience, and 
teachers working under principals with special education background 
ranked its influence much lower than other teachers. In general, 
teachers ranked professional responsibilities and activities as a 
middle priority but higher in priority than the principals. 
The data comparing the survey question ratings versus the ratings 
on the characteristics showed far fewer significant differences than 
that on the principals suggesting that while some demographic 
categories of teachers do rate the curriculum and instructional 
leadership, and supervision and staff development roles higher on the 
survey question compared to the characteristics, this phenomena is less 
likely to explain the difference in the ranking for 
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facility management on the survey quesion versus the characteristics. 
In addition, teachers who rated the principal's ability to bring 
positive instructional change to the school as below average were the 
one demographic category of teachers or principals to rate the 
characteristics for facility management higher than the role on the 
survey question. This suggests that teachers in general believe that 
facility management is instructionally more influential than principals 
whose ranking discrepancy for that role may be more due to their higher 
rating for the curriculum and instructional leadership, and supervision 
and staff development roles on the survey quesion. 
The demographic data for teachers indicate that teachers who 
rated their principals ability to bring instructional change to the 
building or to the teacher as outstanding placed a higher priority on 
the curriculum and instructional leadership role than other teachers. 
Interestingly, teachers who saw the evaluative rating as having a 
negative effect of their willingness to accept their principal's 
instructional suggestions give a much higher priority to 
school/community relations activities which may suggest that these 
teachers expect the principal to act as a buffer with the community. 
Personnel evaluation was rated much lower in influence by teachers age 
fifty-one and older and teachers working under their present principal 
more than fifteen years, which may reflect that these teachers are 
either less willing to accept ideas or are getting fewer relevant 
instructional suggestions from their principal. Professional 
responsiblities and activities was considered more influential by 
teachers age fifty-one and older and teachers who believed their 
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principal's ability to bring positive instructional change to their 
building was below average indicating that the professional qualities 
and responsibilities may be a critical factor in a principal's 
instructional effectiveness even though it does not get a high ranking. 
Research question #5 260 
How do teachers and principals perceive the evaluative plan affecting 
the ability of the principal to positively affect teacher's 
instructional practices? 
Finally, the study looked at the perceived effects of the new 
Illinois rating system on the principal's ability to positively affect 
teacher's instructional practices to see if one of its intended 
purposes of giving principal's additional persuasive leverage was the 
actual effect. The aggregate data are presented, followed by the 
principal data sorted by demographic characteristics of the principal, 
teacher data sorted by the demographic characteristics of the 
principal, and teacher data sorted by the demographic characteristics 
of the teacher. Finally, an analysis and discussion of the results of 
this research question and the interrelationship with the results of 
the other research questions are presented at the end of the section. 
Aggregate Results 
Table 24 shows the results of the aggregate data for principals and 
teachers, 
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TABLE 24 
TEACHERS' AND PRINCIPALS' PERCEPTIONS OF THE EFFECT OF THE EVALUATIVE 
RATING SYSTEM ON PRINCIPAL'S ABILITY TO INFLUENCE TEACHER'S 
INSTRUCTIONAL PRACTICES 
Evaluative Rating 
Unsatisfactory 
Satisfactory 
Excellent 
Superior 
Overall 
Mean 
Principal Rating on 
Effect By Rating 
(5=very positive 
4=positive 
3=no effect 
2=negative 
l=very negative) 
2. 714285 
2.565217 
3.521739 
3.857142 
3. 272727 
Mean 
Teacher Rating on 
Effect by Received 
Rating* 
3. 3125 (16) 
3. 271186 (59) 
3.34375 (32) 
3.370731* (205) 
* Since most teachers did not list their rating, the data for each of 
the ratings are based on many fewer responses than in the overall data. 
Principals saw a superior and excellent rating and the overall 
rating system in general as slightly positively affecting their ability 
to influence instruction with the superior rating as having the most 
positive effect. Principals saw the satisfactory and unsatisfactory 
ratings as negatively influencing their ability to influence a 
teacher's instruction. This trend held for all demographic groups of 
principals except principals with a CAS degree, principals with 16 or 
more years experience as a principal, and principals who were special 
education teachers who also saw the unsatifactory rating slightly 
positively affecting a teacher's instructional practices. 
In contrast, teachers saw the effect of the rating as more 
positive overall than principals. Of particular note is the difference 
in effect rating for the effect of a satisfactory rating. While 
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principals rated the effect as the most negative of all the ratings, 
teachers receiving this rating saw it as more positive than those who 
received an excellent rating. 
Significant Differences in Principal Data Sorted By Demographic 
Characteristics of Principal 
The data were then analyzed by the demographic factors of 
principals including age, gender, years of experience, years of 
experience in the school, school size, years of teaching experience, 
grade level of teaching experience, and highest educational degree. 
Table 25 shows the significant differences in rating found for each 
factor 
TABLE 25 
PRINCIPALS' PERCEPTIONS OF THE EFFECT OF EVALUATIVE RATING SYSTEM ON 
PRINCIPALS' ABILITY TO INFLUENCE INSTRUCTION ACCORDING TO DEMOGRAPHIC 
FACTORS OF PRINCIPAL 
Rating 
Outstanding Excellent Satisfactory Unsatis.Overall 
Characteristic 
School Size 
Age 
Gender 
Years of Exp 
Years in School 
Years Teaching Lower rating 
by principals 
with 6-15 years 
teaching exp. 
than less or 
more ex. 
TABLE 25 {Cont.) 26 
PRINCIPALS' PERCEPTIONS OF THE EFFECT OF EVALUATIVE RATING SYSTEM ON 
PRINCIPALS' ABILITY TO INFLUENCE INSTRUCTION ACCORDING TO DEMOGRAPHIC 
FACTORS OF PRINCIPAL 
Rating 
Outstanding Excellent Satisfactory Unsatisfactory overal 
Grades Taught 
Highest Educational 
Degree 
Higher rating 
by principal 
with primary 
and intermediate 
grade experience 
than special educ 
teaching exp. 
Significant Differences in Teacher Data Sorted By Demographic 
Characteristics of the Principal 
The teacher data were then analyzed according to demographic 
characteristics of the principal. Table 26 presents the significant 
trends in these results. 
TABLE 26 
TEACHERS' PERCEPTIONS OF THE EFFECT OF RATING SYSTEM ON PRINCIPALS' 
ABILITY TO INFLUENCE INSTRUCTION ACCORDING TO DEMOGRAPHIC FACTORS OF 
PRINCIPAL 
Demographic Characteristic Rating Significant Trends 
250 or less 3.643 
School 
Size 251-450 3.346 
450+ 3.387 
35 and younger 3.364 
Significantly more positive 
Age 36-50 3.554 rating by teachers working 
under principal age 36-50 
50+ 3.138 than teachers working under 
principals 50+ 
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TABLE 26 (Cont.) 
TEACHERS' PERCEPTIONS OF THE EFFECT OF RATING SYSTEM ON PRINCIPALS' 
ABILITY TO INFLUENCE INSTRUCTION ACCORDING TO DEMOGRAPHIC FACTORS OF 
PRINCIPAL 
Demoqraohic Characteristic Ratinq Significant Trends 
Male 3.417 
Gender 
Female 3.325 
5 or less 3 .377 
Years of 
Principal 6-15 3.48 
Experience 
15+ 3.269 
5 or less 3.406 
Years 
Principal 6-15 3. 311 
of Present 
School 15+ 3.464 
5 or less 3 .472 
Years of 
Teaching 6-15 3.368 
Experience 
15+ 3.176 
Intermediate 3.387 
Grades 
Taught Specialist 3.237 
I 
I 
Special Education 3.526 
Primary/Intermediate 3.425 
MA/MS 3. 372 
Degree 
CAS 3.413 
PhD 3 
Significant Differences in Teacher Data Sorted By Demographic 
Characteristics of the Teacher 
265 
The data were then analyzed in terms of the demographic 
characteristics of the teachers. Table 27 shows the ratings and trends 
TABLE 27 
TEACHERS' PERCEPTIONS OF THE EFFECT OF RATING SYSTEM ON PRINCIPALS' 
ABILITY TO INFLUENCE INSTRUCTION ACCORDING TO DEMOGRAPHIC FACTORS OF 
TEACHER 
Demographic Characteristic Rating Significant Trends 
250 or less 3.643 
School 
Size 251-450 3.346 
450+ 3.387 
21-30 3 .577 
Age 31-40 3.317 
41-50 3.339 
50+ 3.6 
Male 3.158 
Gender 
Female 3.392 
5 or less 3.432 
Years of 
Teaching 6-15 3.344 
Experience 
15+ 3.358 
5 or less 3.414 
Experience 
Under 6-15 3 .192 
Present 
Principal 15+ 3.6 
5 or less 3.406 
Experience 
in 6-15 3.311 
School 
15+ 3.464 
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TABLE 27 (Cont.) 
TEACHERS' PERCEPTIONS OF THE EFFECT OF RATING SYSTEM ON PRINCIPALS' 
ABILITY TO INFLUENCE INSTRUCTION ACCORDING TO DEMOGRAPHIC FACTORS OF 
TEACHER 
Pemographic Characteristic 
!Grades 
Taught 
Primary 
Intermediate 
Rating 
3.465 
3.254 
Specialist 2.938 
Special Education 3.44 
Degree 
Class 
Size 
Rating of 
BS/BA 
MS/MA 
15 or less 
16-25 
25+ 
Below Average 
Principal Average 
on Ability 
to Bring Above Average 
Instructional 
Change Outstanding 
Below Average 
Rating of 
Principal Average 
on Ability 
to Positively Above Average 
Change Te ache: 's 
Instructional Outstanding 
Practices 
Negative 
Rating on 
Effect of No Effect 
Evaluation 
Rating Positive 
on Teacher's 
Willingness Very Positive 
To Be 
Influenced 
Instructional y 
Bv Princioal 
3.5 
3.243 
3.467 
3.386 
3.4 
3.2 
3.294 
3.387 
3.418 
3 
3.1 
3.465 
3.545 
3 
3.313 
3 .271 
3.355 
Significant Trends 
Specialists rated the effect 
as less positive than other 
teachers 
Teachers with MS/MA rated the 
effect as less positive than 
other teachers 
Teachers who rated their 
principal above average or 
outstanding rated the effect 
as more positive than other 
teachers 
267 
Analysis and Discussion of Results 
While principals have expressed much concern that the evaluative 
ratings required by the state in all evaluation plans may be a negative 
influence on instruction, the data would indicate that teachers regard 
them as positive even though the positive effect is relatively weak. 
In addition, their ratings of its effect are more positive than those 
of the principals. The perceived effect for teachers receiving each of 
the ratings is also more positive than the principal's corresponding 
rating, yet it is based on a very small sample since few teachers 
indicated their ratings on the survey. 
In studying the principal data sorted by demographics of the 
principal, very few significant trends emerged. The data does reinforce 
the notion that principals fifty-one and older may not be using the 
rating system as effectively to influence instruction as younger 
principals. The reasons for this cannot be identified without seeing if 
there is a different pattern to ratings given by older principals--ig. 
higher ratings, lower ratings, or ratings perceived as less valid than 
given by other principals. 
There are also very few trends in the teacher data. Teachers in 
smaller buildings, teachers working for principals age thirty-six to 
fifty, teachers working for male principals, teachers working under 
principals with six to fifteen years of experience, teachers working 
for principals with five or less years of teaching experience, teachers 
working under principals with special education background, and 
teachers working under principals with CAS degrees rated the effect of 
the evaluation rating system as the most positive of teachers in their 
demographic category. On the other hand, teachers in middle size 
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buildings, teachers working under principals age fifty-one and older, 
teachers working under female principals, teachers working under 
principals with more than fifteen years of experience, teachers working 
under a principals with more than fifteen years of teaching experience, 
teachers working under principals with specialist teaching experience 
and teachers working under principals with a Ph.D. degree rated the 
effect of the rating system as least positive. Interesting, there was 
no demographic group of teachers who perceived the evaluative rating as 
having a negative effect on their willingness to accept instructional 
suggestions from their principal. The differences in ratings were very 
small with only the positive rating of 
teachers working under a principal age thirty-six to fifty being 
significant over teachers working under a principal age fifty-one or 
older. 
In analyzing the teacher data based on demographic differences in 
teachers, teachers age fifty-one and older, female teachers, teachers 
who have taught five or less years, teachers who have worked with their 
present principal more than fifteen years, teachers who have been in 
their present school more than fifteen years, primary teachers, 
teachers with BS/BA degrees, teachers with a class size of fifteen or 
less students, and teachers who rated their principal's ability to 
bring positive instructional change to their school and to themselves 
as outstanding rated the effect of the evaluation rating more 
positively than other teachers in their demographic category. In 
contrast, teachers thirty-one to forty, male teachers, teachers with 
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six to fifteen years of experience, teachers who have worked under 
their present principal more than fifteen years, teachers who had been 
in their present school six to fifteen years, specialist teachers, 
teachers with MS/MA degrees, teachers with class sizes of sixteen to 
twenty-five students, and teachers rating the principal's ability to 
bring positive instructional change to the school and to the teacher as 
below average saw the effect of the rating system as least positive. 
Interestingly, only one group, specialist teachers viewed the effect of 
the rating system as negative. 
CHAPTER V 
SUMMARY AND CONCLUSIONS 
This research study attempted to identify the perceptions that 
must be present for a principal to be able to influence instruction. It 
is based on the assumptions that there is presently a political mandate 
to improve instruction, that there is current research (if implemented) 
that can improve instruction, that if instruction is to be improved it 
must be done at the building level, and that the principal is a key 
person to bring this change. 
The study also assumes that if principals are to improve 
instruction, they must improve the instructional practices of their 
current teachers rather than replacing them with better trained 
teachers. The political realities of removing large numbers of 
teachers produce critical problems in the short run that often make 
long term improvement of instruction difficult. If one assumes that 
behavior is affected by the perceptions that a teacher holds about the 
principal, it should be helpful to identify what perceptions are 
associated with principals who are effective instructional leaders. As 
a start, this study examined the perceptions held by and of principals 
who considered themselves effective instructional leaders. 
The study gathered data to answer five research questions: 
1. According to their own perceptions, what personal and 
professional characteristics/behaviors are present in elementary 
principals who identify themselves as effective instructional 
leaders? 
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2. According to their teaching staffs, what personal/professional 
characteristics/behaviors are present in elementary principals 
who identify themselves as effective instructional leaders? 
3. What personal and professional characteristics/behaviors do 
teachers believe should be present in their principals if he/she 
is to positively influence their teaching? 
4. Which aspects of the principal's role are positive perceptions 
most correlated to his/her ability to positively influence 
instructional practices of teachers? 
5. How do teachers and principals perceive the evaluative rating 
system in their district's evaluation plan affecting the ability 
of the principal to positively affect teachers' instructional 
practices? 
Procedure 
In order to gather the necessary data, a procedure including a 
series of questionnaires was developed to survey principals and 
teachers on the needed information. The first questionnaire was sent 
to a random sample of 300 principals in Cook, DuPage, southern Lake and 
eastern Kane counties to identify principals who considered themselves 
above average or outstanding instructional leaders and having above 
average or outstanding abilities to positively influence their 
teachers' instructional practices. Sixty-four percent of these 
questionnaires were returned resulting in a pool of 130 principals that 
answered key questions in such a way that they identified themselves as 
effective instructional leaders. A sample of thirty-one schools were 
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selected for the follow-up study. Criteria for selection included the 
positiveness of the principal's ratings, and the need to select a 
sample of principals that best matched the demographic characteristics 
of the original pool. 
Each principal was contacted individually for permission to use 
their school in the study. A questionnaire was sent to each principal 
and a sample of ten of their teachers who were in at least their second 
year of teaching. Seventy-eight percent of the teachers returned their 
survey. Thirty of the thirty-one principals returned their survey. 
Teachers and principals were contacted by phone wherever follow-up 
information was needed. 
The principal and teacher ratings and rankings for each 
behavior/characteristic were averaged. Characteristics were matched to 
each of six major principal roles. Average ratings for the 
characteristics that corresponded to the major roles were averaged to 
produce a mean for each role. The principal data was then sorted and 
analyzed by the demographic factors of the principal. The teacher data 
was sorted and analyzed by the demographic factors of the principal 
with which the teacher was presently working as well as the demographic 
factors of the teacher. 
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Conclusions 
Because of the large amount of data collected in this study, a 
large number of trends emerge. Of note is fact that the study does 
confirm the obvious. For example, teachers who rate their principal as 
having less ability to bring positive instructional change to their 
schobl and/or themselves rated their principal lower on most 
characteristics and see their principal as less influential. 
Also of note is the large number of statistical differences in the 
patterns that emerge from analyzing the data according to demographic 
differences in the principal and the teacher. Probably the most 
i~teresting conclusions come from the interrelationships of the data 
from the various questions. 
Among the most interesting conclusions are the following: 
Research Question# 1 
According to their own perceptions, what personal and professional 
characteristics/behaviors are present in elementary principals who 
identify themselves as effective instructional leaders? 
There are no predominant patterns in the list of most self 
descriptive behaviors/characteristics. Principals see themselves as 
versatile in their performance identifing characteristics representing 
a wide variety of roles as most self descriptive. Two of the five most 
descriptive characteristics related to performing the evaluation role 
effectively. Interestingly, "conducting regular sessions with teachers 
to discuss and review performance" is listed as one of the five least 
descriptive characteristics/behaviors. Principals rated their skills 
Research Question #2 
According to their teaching staffs, what personal/professional 
characteristics/behaviors are present in elementary principals who 
identify themselves as effective instructional leaders? 
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Teachers describe their principal differently than principals 
describe themselves. Only "complying with district evaluation 
procedures" appears on both the principals' and teachers' lists of most 
descriptive principal characteristics/behaviors and only "visiting 
classrooms regularly to supervise the teaching process", "presenting 
timely and effective inservice to staff", and "conducting regular 
sessions with teachers to discuss and review performance" appears on 
both lists of least descriptive behaviors/characteristics. Two of the 
most descriptive characteristics relate to school/community relations. 
Interestingly, all five of the teachers' least descriftive principal 
c~aracteristics are instructionally oriented. 
In addition, there are sizeable discrepancies between the 
principals' and teachers' descriptive ratings for the same 
characteristics. Principals rate "demonstrates positive staff 
relations" and "promotes and supports order and discipline in the 
school" as more descriptive than teachers while teachers view 
principals as more school/community relations oriented and less 
instructionally oriented than principals see themselves. 
More significant differences appear in the data sorted by the 
demographics of the principal with which the teacher is presently 
working than the data sorted by the demographics of the teachers. 
Teachers rate principals thirty-five or younger higher on twenty-seven 
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of thirty characteristics and higher particularly on the 
instructionally oriented tasks than teachers working under older 
principals. However, teachers rate older principals higher on complying 
with district evaluation procedures. Teachers also give female 
principals significantly higher ratings on twenty-five of the thrity 
characteristics but rate them lower than male principals on two 
characteristics, "making materials, equipment, and supplies readily 
accessible" and "keeping faculty informed of upcoming events or 
pertinent information".Teachers view female principals, principals with 
more than fifteen years of teaching experience, younger principals, and 
principals with five or less years of experience as more 
instructionally oriented. Teachers view principals with more than 
fifteen years of experience as less instructionally oriented than they 
view less experienced principals. Teachers working in schools of 450+ 
students rate their principal lower on visiting classrooms regularly to 
supervise the teaching process. Teachers working under younger 
principals or principals with more than fifteen years of experience 
rate the importance of the principal's knowledge lower than other 
teachers, while teachers working under female principals rate it higher 
in importance. Teachers working under female principals rate a 
principal's skills as more important while teachers working under a 
principal with more than fifteen years of experience rate it lower than 
other teachers. Teachers working under a principal with five or less 
years of experience rate a principal's personal characteristics as 
lower in importance. 
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Other differences emerge from sorting the data by the 
demographics of the teachers. Older teachers rate their principals 
higher overall than other teachers and particularly higher on facility 
management tasks such as making materials accessible, establishing and 
monitoring an orderly set of building procedures, and keeping faculty 
informed of upcoming events. Younger teachers rate their principals 
lower on their ability to use the evaluative rating in a fair 
consistent manner. Teachers with five or less years of teaching 
experience or experience in their present building rate their 
principals higher on more characteristics than other teachers. In 
contrast, teachers with more than fifteen years of experience give 
lower overall ratings and lower ratings in particular on the 
principal's demonstration of the ability to improve the instructional 
-program of a building. Special education teachers rate their 
principal's ability to present evaluations to teachers in a fair and 
considerate manner lower than other teachers, yet rate them higher on 
establishing, facilitating and monitoring procedures and schedules. 
Younger teachers, female teachers, teachers with five or less years 
experience, and teachers who see the evaluation rating as having a very 
positive effect on their willingness to accept instructional 
suggestions from their principal rate their principal's knowledge 
higher than other teachers. Teachers with more than fifteen years of 
teaching experience rate their principal higher on instructionally 
oriented characteristics. 
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fesearch Question #3 
~hat personal and professional characteristics/behaviors do teachers 
believe should be present in their principals if he/she is to 
positively influence their teaching? 
Principals and teachers are in greater agreement on the lists of 
most and least influential characteristics than they were on the lists 
of most and least descriptive characteristics. Interestingly, 
principals and teachers agree on two of the five characteristics that 
appeared on the most influential list, one which is facility 
management-oriented--"makes materials, equipment and supplies readily 
accessible", and one that is instructionally oriented--"creates an 
atmosphere where there is an on-going concern for improving 
instn,ctional effectiveness". They also agree on four of the five 
cnaracteristics that appear on the least influential list of which 
t.r:ree were related to school/community relations. 
When one compares the principals and teachers most and least 
decriptive list to their most and least influential list, several 
interesting conclusions are possible. Principals and teachers see 
principals emphasizing characteristics they both perceive as not the 
most instructionally influential. On the other hand, principals do not 
appear to be emphasizing characteristics/behaviors they believe are 
least influential while teachers do see principals emphasizing many of 
the characteristics/behaviors that they and principals believe are the 
least instructionally influential. Interestingly, principals perceive 
they are emphasizing what teachers' consider most influential even 
though teachers do not see the same emphasis because they see different 
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characteristics/behaviors as most descriptive of their principals than 
their principals see themselves. 
The data sorted by demographics of the principal reveals some 
interesting trends. Principals in large schools see the need to keep 
parents informed about the school's mission and faculty informed of 
upcoming events as more influential than principals of smaller schools. 
Principals with more than fifteen years of teaching experience consider 
instructionally-oriented characteristics more influential and such 
tasks as establishing, facilitating and monitoring an orderly set of 
building procedures and schedules as less influential than other 
principals. Younger principals place a higher emphasis on 
instructionally-oriented tasks, while older principals emphasized 
facility management and personal characteristics. Principals with six 
to fifteen years of experience regard encouraging and helping teachers 
set goals for growth and improvement, and demonstrating the ability to 
improve the instructional program of a building as more important than 
more or less experienced principals. Principals with more than fifteen 
years of experience rate clearly communicating criteria used in the 
evaluation procedure as less influential than other principals and 
establishing, facilitating and monitoring an orderly set of building 
procedures as more influential. Male principals rate school/community 
relations and facility management tasks such as effectively 
interpreting the instructional program to the school community, seeing 
that physical facilities are kept clean, and keeping faculty informed 
of upcoming events as more instructionally influential than do female 
principals. 
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Other interesting trends emerge in the teacher data sorted 
according to the demographics of the principal with which the teacher 
is currently working. Teachers in smaller buildings consider visiting 
classrooms regularly more influential than teachers in large buildings. 
Teachers working under older principals consider instructionally 
related characteristics less influential than younger teachers and 
facility management tasks such as keeping faculty informed of upcoming 
events or pertinent information as more influential than teachers 
working under younger principals. Teachers working under female 
principals and teachers working under principals with more teaching 
experience consider instructionally related charcteristics more 
influential than other teachers. Interestingly, the teachers' perceive 
the effect of the evaluation rating making little difference in their 
perceptions of what characteristics are more influential. 
In analyzing the teacher data sorted according ~o the 
demographics of the teachers, the following trends emerge. Younger 
teachers rate instructionally oriented tasks such as visiting the 
classroom and providing feedback as more important than older teachers 
while older teachers regard supporting discipline and using the 
evaluative rating in a fair consistent manner as more important than 
younger teachers. Female teachers consider conducting regular sessions 
with teachers to discuss and review performance, demonstrating a 
knowledge of the current research on effective instructional methods, 
and presenting timely and effective inservice to staff more important 
influentially than male teachers. Less experienced teachers rate 
instructionally related tasks as more influential while more 
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experienced teachers and teachers fifty-one and older regarded 
evaluation oriented tasks as less influential. Presenting evaluations 
to teachers in a fair and considerate manner and demonstrating positive 
staff relationships is rated as more influential by teachers working in 
their present school five or less years than teachers who have been 
there longer. 
Research Question #4 
Which aspects of the principal's role are positive perceptions most 
~orrelated to his/her ability to positively influence instructional 
_practices of teachers? 
Principals and teachers express similar priorities in the way 
they ranked the various principal roles. Of major importance, while 
frincipals and teacher rate curriculum and instructional leadership, 
and supervision and staff development on the survey as the most 
important and influential roles of tl1e principal, an analysis of their 
ratings of the characteristics/behaviors indicates that facility 
management emerges as really their highest priority. This disparity in 
rankings seems to be the result of the principals rating the roles of 
curriculum/instructional leadership, and supervision and staff 
development significantly higher than they rated the characteristics 
resulting in a higher ranking for these roles. The principals ratings 
on the characteristics for facility management are similar to their 
ratings for this role on the survey question. On the other hand, this 
difference in ratings is not as pronounced in the teacher data. 
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Principals of large schools place a higher priority on 
supervision and staff development activities than other principals. 
Principals of buildings with 250 or less students, principals age 
thirty-five and younger, female principals, principals with five or 
less years of experience, principals with more than fifteen years of 
teaching experience and principals with primary and intermediate 
teaching experience, give a higher priority to curriculum and 
instructional leadership activities compared to other principals. 
Teachers working under principals age thirty-five and younger and 
principals with special education teaching backgrounds rank curriculum 
and instructional leadership tasks as more influential. Teachers 
working under female principals rate curriculum and instructional 
leadership, supervision and staff development, and professional 
responsibilities and activities roles higher in influence while 
teachers working under principals with more than fifteen years of 
teaching experience rate curriculum and instructional leadership, and 
supervision and staff development roles as less influential than other 
teachers. Curriculum and instructional leadership is rated higher in 
influence by teachers who rate their principals outstanding in their 
ability to bring instructional change to the school and teacher. 
Principals working in buildings of 250 or less students, principals age 
thirty-five and younger, female principals, principals with five or 
less years of teaching experience, principals who have more than 
fifteen years of experience, and principals with specialist or primary 
and intermediate teaching experience rate facility management lower 
than other teachers. On the other hand, teachers show even more 
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consistency in the priority they gave facility management with it never 
being ranked lower than third. Teachers in small schools, and teachers 
who rate the principal's ability to bring instructional change to the 
school as above average rank facility management lower in priority than 
other teachers. Differences in the way teachers rate their principal's 
ability to bring positive instructional change to their school result 
in very different priorities given to supervision and staff development 
activities. Teachers who rate their principal as outstanding rank this 
category as first in priority; teachers who rate their principal as 
above average rank it as second in priority; teachers who rate their 
principal as average rank it fourth in priority; and teachers who rate 
their principal below average rank it fifth in priority. Teachers who 
rate their principal's ability to bring positive instructional change 
to their building as outstanding rank curriculum and instructional task 
higher and professional responsibilities, characteristics, and 
activities lower in priority than other teachers. Teachers who rate 
their principal's ability to positively influence their teaching as 
outstanding rank curriculum and instructional leadership activities 
higher and supervision and staff development activities lower than 
other teachers. 
At the other end of the priority spectrum, both teachers and 
principals rank the school community relations role fifth or sixth in 
priority but principals age thirty-six to fifty and principals with 
both primary and intermediate teacher experience rank it higher than 
other principals. 
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Teachers rank personnel evaluation much higher in influencing 
instruction than principals. Principals age thirty-six to fifty and 
principals with both primary and intermediate teaching experience rank 
personnel evaluation tasks higher than other teachers. Principals 
thirty-five and younger, principals age fifty-one and older, and 
principals who have been in their present school more than fifteen 
years rank personnel evaluation as very low in influencing their 
teachers' instruction. Teachers working under principals age 
thirty-five and younger, teachers working under principals with six to 
fifteen years of experience and teachers working under principals with 
special education background rank personnel evaluation tasks much less 
influential than other teachers. Personnel evaluation is rated much 
lower in influence by teachers age fifty-one and older and teachers 
working under their present principal more than fifteen years. Teachers 
who rated their principal's ability to bring instructional change to 
their school as outstanding rank personnel evaluation lower than other 
teachers. However, teachers who rated their principals above average 
rank it as the first priority while teachers who rated their principal 
as below average or average ranking it as second in priority. 
In general, principals give professional responsibilities and 
activities a relatively low ranking in influencing instruction. 
Principals age fifty one and older, principals with more than fifteen 
years of principal experience, and principals with more than fifteen 
years of teaching experience rank it higher in priority. Teachers rank 
professional responsibilities higher in influence than did principals. 
professional responsibilities and activities are considered more 
influential by teachers age fifty-one and older and teachers who 
believe their principal's ability to bring positive instructional 
change to their building is below average. 
Research Question #5 
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How do teachers and principals perceive the evaluative rating system in 
their district's evaluation plan affecting the ability of the principal 
to positively affect teachers' instructional practices? 
Principals and teachers both see the overall effect of the 
evaluation rating on teachers' willingness to accept instructicnal 
suggestions from their principals as slightly positive with teachers 
seeing its effect more positively than principals. Interestingly, 
teachers see the effect the same regardless of the actual rating they 
receive while prircipals perceive a much more positive effect from 
tigher ratings than lower ratings. In addition, principals with a CAS 
degree, principals with sixteen or more years experience as a 
principal, and principals who have special education teaching 
background also see the unsatisfactory rating having a slightly 
positive effecL. Teachers in smaller buildings, teachers working for 
princpals age thirty-six to fifty, teachers working for male 
principals, teachers working under principals with six to fifteen years 
of experience, teachers working for principals with five or less years 
of teaching experience and teachers working under principals with 
special education background, or principals with CAS degrees rate the 
effect of the evaluation rating system more positively than other 
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teachers. Teachers in middle size buildings, teachers working under 
principals age fifty-one and older, teachers working under female 
principals, teachers working under principals with more than fifteen 
years of experience, teachers working under principals with more than 
fifteen years of teaching experience, teachers working under principals 
with specialist teaching experience, and teachers working under 
principals with a Ph.D rate the effect of the rating system as least 
positive. 
Teachers age fifty-one and older, female teachers, teachers who 
have taught five or less years, teachers who have worked with their 
present principal more than fifteen years, teachers who have been in 
their school fifteen years, primary teachers, teachers with BS/BA 
degrees, teachers with a class size of fifteen or less students, and 
teachers who rate their principal's ability to bring positive 
instructional change to their school and to themselves as outstanding 
rate the effect of the rating system more positively than other 
teachers. Teachers thirty-one to forty, male teachers, teachers with 
six to fifteen years of experience, teachers who have worked under 
their present principal more than fifteen years, teachers who had been 
in their present school six to fifteen years, specialist teachers, 
teachers with MS/BS degrees, teachers with classes of sixteen to 
twenty-five students, and teachers who rate the principal's ability to 
bring positive instructional change to the school and to the teacher as 
below average see the effect of the rating system as least positive. 
As to the effect of individual ratings, while principals see a 
stronger positive effect for "excellent" and "superior" ratings than 
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teacher perceive, teachers see the "satisfactory" rating as more 
positive than the "excellent" rating. In contrast, principals rate it 
as negative, and even more negative than they rate the effect of an 
"unsatisfactory" rating. 
Recommendations For Further Study 
This study has produced many interesting possible trends and offers 
possibilities for further study including the following: 
1. The study needs to be repeated with another list of 
behaviors/characteristics corresponding to the roles of the principal 
to see if the same priority on facility management continues or the 
surprising ranking of roles was the result of the combination of 
characteristics chosen for this study. 
2. Additional study with a larger sample of principals is needed to 
determine the interrelationships of the demographic variables. For 
example, while female principals, principals with more than fifteen 
years of teaching experience, and principals with five or less years 
often rate the characteristics similarly, female principals often have 
five or less years of experience and more than fifteen years of 
teaching experience. It would be helpful to determine to what degree 
the pattern of ratings is due to a principal's few years of principal 
experience, a principal's gender, or a principal's large number of 
years of teaching experience. 
3. Additional study needs to be conducted to find out the nature of the 
relationship between the actual occurrence of characteristics and their 
288 
influence. In producing effective instructional leadership, does one 
strive to achieve these characteristics in order to be effective, or do 
these characteristics become influential because they are present in a 
certain effective combination and degree. 
4. Additional study is needed to determine the actual effect of 
visiting classrooms regularly on facilitating instructional 
improvement. While common sense would indicate that a principal can 
make better suggestions to a teacher on what he/she observes in the 
teacher's classroom, the fact that teachers place it on the list of the 
five least influential principal characteristics/behaviors is of note. 
Researchers need to determine whether visiting classrooms creates 
anxiety in such a way that it hinders the implementation of 
suggestions, or if visiting classrooms is rated so low because it is 
done rarely and is not accompanied by appropriate helpful feedback and 
suggestions. Researchers need to determine if visiting classrooms 
regularly with appropriate feedback would become a more powerful 
supervision tool for principals to facilitate instructional change if 
it was done more often. It is interesting that teachers in small 
buildings rate visiting classrooms regularly to supervise the teaching 
process as more influential than other teachers and suggests that where 
principals have fewer teachers to supervise and can observe classrooms 
more often, visiting classrooms can be much more insLructionally 
influential than it appears to be in this study. 
5. Long term studies of principal behaviors over their career cycle 
need to be done to determine whether the patterns identified in this 
study are truly demographic patterns, or are respresentative of 
leadership styles that were appreciated and sought for in the 
principalship at the time present principals were hired and now meet 
current teachers' needs only to varying degrees as a result. 
Recommendations 
The results of this study suggest the following recommendations: 
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1. If the federal and state governments are really serious about 
improvir.g instruction and wishes to bestow upon the school principal 
the major responsibility and accountability in accomplishing this, 
there needs to be a greater recognition of the importance of facility 
~anagement to a principal's supervisory credibility. While there does 
not seem to be any evidence that principals can be instructionally 
effective without being involved with instructionally related tasks, 
there needs to be some recognized emphasis that facility management and 
how tc do it efficiently may be equally important, if not more 
iroportant, to helping the principal become instructionally credible 
with his/her teachers than many of the more traditionally recognized 
curriculum and instructional leadership tasks. Regardless of the often 
verbalized desire for principals' input and leadership on instructional 
matters, teachers have expressed in this study that facility management 
needs to oe taken care of as a first priority for them to "buy in" to a 
principal's instructional suggestions. 
2. Principals need to be given assistance with facility management 
tasks such that these tasks can be accomplished administratively rather 
than delegating them to teachers which often results in diminishing the 
principal's credibility to influence the teacher's instructional 
practices. Federal and state governments should offer financial 
incentives to districts to provide assistant principals or other 
resource help to accomplish these tasks as a fundamental part of any 
major program to facilitate instructional improvement. 
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3. Districts should consider giving priority to hiring principals with 
more years of teaching experience and providing male candidates with 
the incentive and opportunity of getting more teaching experience 
before becoming a principal. Starting salaries for principals should 
reflect the appreciation of teaching experience. 
4. Districts need to assist principals with problems related to the 
career cycle that may hinder their instructional credibility. 
Incentives and programs to encourage experienced principals to return 
to a teaching assignment for short given periods of time during their 
principalship is a possibility. 
5. Principals need to recognize and use the evaluative system more 
effectively to improve instruction. The data indicates that teachers 
view this way of improving instruction more positively than principals. 
Implied in the data is the idea that if the criteria tied to the 
evaluation rating system is tied to instructional improvement and 
communicated to teachers clearly, teachers will implement these 
suggestions and recognize this as a fair way for a principal to set 
instructional standards and priorities in a school. Effective 
communication about the standards for the evaluation rating seem to be 
a bigger issue than the validity of the standards or the right of a 
principal to establish them and evaluate teachers on the standards. 
6. Districts need to provide help to principals with school/community 
relations. While principals will always need to have personal and 
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positive contact with the community, central office personnel should be 
used to facilitate some of the tasks such as encouraging parents and 
citizens to actively participate in school events and activities, 
working productively with the PTA to provide appropriate leadership and 
support, and effectively interpreting the instructional program to the 
school community and providing opportunities for parents to support 
these goals and objectives---tasks that teachers consider most 
descriptive of principals and that both teachers and principals agree 
have little influence on instructional improvement. 
Concluding Statement 
If one believes that schools need to improve, that the teaching 
behaviors of teachers are important to that improvement, and that the 
principal is the key person in producing that change, then it is 
important to ask why people behave as they do. If one believes that 
people act on their perceptions, then we have asked what perceptions 
about a principal are necessary for a teacher to accept and implement 
suggestions from this principal. we have determined that many 
characteristics/behaviors that appear to have little relevance to 
instruction are perceived to greatly influence teachers 
instructionally, that the perceptions differ more as a result of the 
demographic differences in the principal with which a teacher is 
working than the demographics of the teachers themselves, and that many 
of the most descriptive behaviors of principals have little 
instructional influence while few of the instructionally influential 
characteristics are considered most descriptive of principals. 
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Governing bodies for schools need to recognize that improving 
instruction requires changing behaviors of teachers who are often 
reluctant to change and who often outlast the leadership. Providing a 
recognition of the factors that lead to a perceptual climate favorable 
to positive change followed by implementation of some of the 
recommendations of this study to help facilitate the creation of these 
perceptions may go a long way to helping achieve instructional 
improvement. 
Code of Characteristics 
CI-Is knowledgeable about the major curriculum areas and demonstrates 
an understanding of the structure of curricula 
SC-Encourages parents and citizens to actively participate in school 
events and activities 
PE-Presents evaluations to teachers in a fair and considerate manner 
SSD-Creates an atmosphere where there is an on-going concern for 
improving instructional effectiveness 
FM-Promotes and supports order and discipline in the school 
PPA-Participates in graduate course offerings, inservice training and 
conferences aimed at his/her professional growth and development 
PE2-Complies with district evaluation procedures 
FM2-Makes materials, equipment, and supplies readily accessible 
PE3-Conducts regular sessions with teachers to discuss and review 
performance 
SC2-Keeps parents and the community informed about progress, purposes, 
and the nature of the school's mission 
CI2-Effectively articulates the instructional goals of the school to 
staff and students giving a sense of purpose to all school activities 
CI3-Demonstrates a knowledge of the current research on effective 
instructional methods 
SC3-Effectively interprets the instructional program to the school 
community and provides opportunites for parents to support these goals 
and objectives 
SSD2-~ncourages and helps teachers to set goals for growth and 
improvement, and develop professionally 
"' 
S5D3-Visits classroom regularly to supervise the teaching process 
FM3-Sees that physical facilities are kept clean and attractive 
» 
PPA2-Contributes to building/district committees, staff meetings, and 
inservices 
SSD4-Provides helpful feedback/suggestions after visiting classrooms 
293 
PPA3-Demonstrates positive staff relationships 
PE4-Communicates criteria used in evaluation procedure in a clear 
manner 
PPA4-Involves staff in planning and implementation of school and 
district goals 
PES-Uses the evaluative rating in the evaluation plan in a fair 
consistent manner 
CI4-Regularly evaluates the school's instructional program including 
analyzing school-wide test data to identify instructional strengths and 
weaknesses and communicates trends effectively to teachers 
CIS-Demonstrates the ability to improve the instructional program of a 
building 
SC4-Works productively with the PTA to provide appropriate leadership 
and support 
FM4-Establishes, facilitates and monitors an orderly set of building 
procedures and schedules that results in a smoothly operating school 
PPA5-Is ethical, professional and discreet with student, staff and 
parental matters 
FMS-Keeps faculty informed of upcoming events or pertinent information 
SSDS-Presents timely and effective inservice to staff 
SCS-Presents a positive school image to the community through effective 
public relations with the appropriate news media 
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Dear Col league: 
COVER LETTER FOR PRINCIPAL SURVEINI 
Oecmcer I, 1987 
Attached is a questionnaire that is part of a doctoral dissertation designed to 
survey principals on their role as instructional leaders. A purpose of the study 
is to find out how the refonn bill's supervision and evaluation provisions are 
affecting the way principals are carrying out their roles. 
Please CCl!l)lete the questionnaire by Deceailer 30 and recum in the addressed 
envelope. Feel free to add additional carments on any question (use the baclc of 
the paper or attach an additional sheet) even if space below that question has 
not been provided. 
Thank you for your cooperation. 
Sincerely, 
• .. 
}-«-- 1:r� .. ; 
Jean Yule 
Loyola C'niversity-Olgo 
28W&o0 Indian Knoll Rd. 
West Clicago, Illinois 
&0185 
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PRIYCIPAL SURVEY#! 
Demograchic Data: 
Naire _________ (Cptional) School 
______ I of students 
:; of ful I c :rre iacul cy _____ ; of part t irre faculty _____ _ 
Age ___ s~x ____ ; of years as a ?rincipal 
:; of years as principal in your present school 
Highest Degree ____ , of years as teacher ____ _ 
Grades/Positions caught 
The following questions are designed to gather preliminary data for a doctoral 
study about the instructional leadership roie of the principal. 
l. ?lease ir.dicate the percentage of tirre you now spend on instructional 
leadership activities 
2. Please ir.d:cate the percentage of your tirre you spent on instructional 
lo,adership act:vicies before the reionn bill was passed 
3. If you have ::-:creased the percentage of cirre you have spent on instructional 
leadershio accivic:es since che refonn bill was passed, indicate ..,l,at if any 
adjustrrencs in your =rk load have been :mde by central office. 
~- ?!ease ir.dicate ,rour perce;,t:on of your abi I icy co bring positive 
instrt:ct:onal c:,.ar.ges co your sc:,.ool by circling the appropriate m,moer. 
Cutstanding .~bove Average Average :elow Average Poor 
Comnents: (l.:se back if necessary) 
5. Please indicate your perception of your ability to directly positively 
influence your teacher's instruc:tional practices 
Cutstanding Above Average Average Below Average Poor 
4 2 
Comnencs: (Cse bacl<: if r.ecessary) 
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~!ail to: 
J. Yule 
:S\~600 [r.dian :v,oi I Road 
·::est C:-.:cago. :11::-:01s 
.;.,"I, : = 
COVER LETTER FOR PRIYCIPAL SURVEY #2 
Dear Colleague: 
Attached is a questionnaire that is part of a doctoral dissertation designed to gather 
infomation about the principal' s role as instructional leader. It is designed to find how 
pereepeions about the various roles of the principal affect his/her ability to persuade 
teachers to try new ideas. 
?lease c~lete the questionnaire by February 8.1988 and retum in the addressed envelo99. 
Feel free to add additional ccmmnts on any question (use the baclc of the pa99r or attach 
additional sheet) even if space below that question has not been provided. If you have any 
questions. I can be reached at 293-1720. 
1hanic ;ou for- ;our- C009'!r-ation. 
•. 
Sincerely. 
Jean Yule 
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PRIYCIPAL SURVEY #2 
PRl?CIPAL'S �IetlNAIRE 
Dem>grachic Data: 
Name ____________ (Optional l School 
8...: 
cf 
lhe following questions are designed to gather information about the role of the 
principal. 
Several questions will ask you to RATE categories 0-4, with 4 being the highest. Toe saae 
rating can be given to imny categories if you wish. 
Several questions will ask you to RANK categories according to i�rtance in order to 
indicate priorities. For these, use# 1 for the category that has the highest �rtance 
or use, and designate succeeding ntni:>ers for the subsequent priorities. CO :m assign the 
same ranking rn.ncer to any t'IW categories. 
Please feel free to add comnents ..tlerever you think appropriate by using the designated 
space, the back of the questionnaire or attaching a separate sheet. 
1. Please indicate the following information about each of these categories of activities 
in your role as principal:
a. ClJLU,,ffi 1,2--Rate and rank according to your percept ion of its
i�rtance to your role. 
b. a::r.J.btlS 3 ,4--Rate and rank according to your percept ion of your
5taff's ranking of i�rtance to your role.
CCT.l.M,/S l , 2 
Your perception 
of i1TD0rtance 
CDIDtlS 3 • 4 
Your percept ion 
of staff's view 
i 3.it ing 1. Rank 
Curriculun and Instructional I 
I i I Leadership I I I i 
School/Ccmrunity Relations l I I I ·-·
I 
Personnel Evaluation I II !
Supervision and Staff Developnent I I i i
I I i Managem:nt of School Facilities I I I I 
Your Professional Responsibilities/01aracter- I I I Iistics/Activities I 
C'aJirents: 
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, aic ing I Barut 
I 
I 
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2. For each category below, please earpiece che following: 
1. Race and rank the fol lowing according to your percept ions of its �rcance as a 
way you ,x,sitively influence your teacher's inscruccional practice. 
�- O,eck any category if you do not use. 
Inxx>rtance Not Used 
Rate Rank 
Distributes or rrakes a teacher aware oi useful Ieducation research or practical articles 
Presents useful ins truce ional. ideas at faculty I Ior 5rade !evel ireet ings 
Gives useful feedback after scheduled or 
cmscheciuled observations 
De!ronstrates effective teaching practices 
through dem:inscration teaching 
Other (Please specify) 
I ! I 
I I ··-1 
I ! 
I I 
3. Please :ndicate below how administering an evaluation system with the state mandated 
rating sca!e has affected your ability to ,x,sitively influence your teachers' 
inst rue t !ona ! ;,rac t ices. 
7,eac::er Rat inq ?ositive No Effect .':egative 
Super!or .+-2 •I 0 -1 -2
E."<ce! lent +2 +l 0 -I -2
Sat is factory +2 +l 0 -1 -z
l'nsat is factory +Z +l 0 -1 -z
Over-al! +2 +l 0 -1 -2
Canrents: 
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4. Please rate and rank the following according to � you perceive it as �rtant to 
J positively influencing your teachers' instructional practices 
Rating Ranking 
Your Knowledge
Your O:xq:,etencies/Skills
Your Personal Olaracteristics 
Comnents: 
5. For each statement below,
CDLlM', 1- 9lease � (0-4) the degree it describes you, 
c::t:lUM'l' 2--?!ease rate (0-4) the degree it is iJT4:lertant in positively influencing 
your teacher's instructToriii practices. 
l�o!s r�!s 
You Teachers 
Is knowledgeable about the rrajor curr1culun areas and demonstrates an 
understanding of the structure of curricula 
Encourages parents and citizens to actively participate in school events 
and activities 
?resents evaluations to teachers in a fair and considerate -nner 
Creates an atl?l)schere ..nere there is an on-going concern for i�roving 
instructional effectiveness 
?r<:ax, t es and supports order and discipline in the school 
inservice training and ?art icipates in graduate course offerings, 
conferences aimed at his/her professional gro,,.,th and developmnt 
�lies with district evaluation procedures 
�lakes rmterials, equ1pmnt, and supplies readily accessible 
Conducts regular sessions with teachers to discuss and review performance· 
Keeps parents ar.d the comn.ini ty informed about progress, purposes, and th<t 
nature of the school's mission J 
S!!ect:ve!v art:cu!ates the :nstruct:onal goals oi ,ne school to staif and 
,tt:dents giving a sense of purpose to all school activities. i 
i 
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Instructional !v 
I 
I 
; 
D,,mc,nstrates a knowledge of the current research on effective instructional I 
methods 
Effectively interprets the instructional proqram to the school ccmrunity 
and provides opportunities for parents to support these goals and 
objectives 
Encourages and helps teachers to set goals for growth and irq>rovement and 
develop professionally 
Visits classroans regularly to supervise tne teaching process 
S.:,es that physical facilities are kept clean and attractive 
Contributes to bui !ding/district canni t tees, staff meetings, and inservices1 I 
Provide helpful feedback/suggestions after visiting classroans 
... I 
Derronstrates positive staff relationships 
Ccmrunicates criteria used in evaluation procedure in a c!ear rranner 
Involves staff in planning and i~lementation of school and district goals 
Uses the evaluative rating in the evaluation plan in a fair consistent 
rranner 
Regularly evaluates the school's instructional prognm including analyzing 
school-wide test data to identifv instruct:onal strengths and -aknesses 
ar.d cocmunicates trencis effectively to teac:--.e!9s 
Cerronstrates the ability to u~rove t~e instr~c::onal program of a bui!din~ 
\lbrks producnve!y with the Pl'.-\ to provide appropriate leadership and 
sui;,port 
Establishes, facilitates and imnitors an orderly set of building procedure,· 
and schedules that results in a siroothly operating school 
Is ethical, professional and discreet with student, staff and parental 
matters 
Keeps faculty infor.red of upcoming events or ;iert1nent infotmltion 
Presents tirrelv and eifect1ve inserv1ce to staff 
Presents a positive school image to the carffll!'litv through effective public I 
relations wtth the appropriate ~ews r:eciia · ! 
i,. ·.wuld : iK~ a copy oi the results oi t!11s stuciv :es ::0 
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COVER LETTER FOR TEACHER QUESTIONNAIRE 
January lZ, 1987 
Dear Col league, 
Attached in a questionnaire designed to gather data for a doctor-al dissertation 
investigating the role of the principal and how a principal can best carry out 
the role of instructional leader. This questionnaire has been distributed to a 
s�!e of teachers in a s�!e of schools in the Olicago area with the consent 
of their or1r.cioal. Your data will be �ect confidential and ·..,;.11 be included 
only in the tot�! results of all 'the sch�ols in the study. Principals will not 
receive any individual data of their building but can request the final results 
of the entire study. •. 
Please ans""'r the questions according to your perceptions even tho�gh you may 
not feel that you al-ys have adequate knowledge about how your principal 
actually operates. Feel free to add coaments, qualifications, elaborations, etc. 
If you have any questions, I can be reached at 293-1726. I have also asked you 
to list your ;:none nuaxier (optional) at the end of the questionnaire in case 
there is need for any follow-up questions. 
Please return the questionnaire by • The inclusion of 
your c.aca is very �rta.nt in that :nist have a return of at !east 70% of 
these questionnaires to satisfy the statistical stanc.arris of rr:or dissertation 
comn1 ttee. 
appreciate the t,::-e you are contribut,ng in completing this instr-J:rent. 
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Sincerely, 
Jean Yule 
Lovola Lniversity-Oigo 
293-1726
TEACHER QUESTIONNAIRE 
Demoqrachic .Data: 
Name ____________ (optional) School ______ (optional) 
Age ___ Sex ___ Niniler of students in your present class _____ _ 
Years teaching experience ____ Years working under this principal 
Grade/Position _________ Highest Degree ______ _ 
The following questions are designed to gather infotmation about the role of the principal 
in helping you �rove instruction •. 
l. Please indicate your rating of your principal's ability to bring positive instructional 
changes to your school by circling the appropriate numer. • 
C\ltstanding 
CamEnts: 
Above Average 
4 
Average Below Average 
2 
Poor 
2. Please indicate your rating of vour pr1ncipal's ability to positively affect the way 
you teach by circling a mimer below: 
C\ltstanding 
0:mnents: 
Above Average 
4 
Average Below Average Poor 
2 
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3. Your rating on your luc evaluacion _______ (opctonal) 
4. Please indicace how the state mancl.aced teacher evaluation rating ,yscem bu al!ected 
yotU' willingness to listen and be influenced by your principal on lnatl'IX:tianal 1111cters1 
Very !'ositive 
+Z 
C;;mmnts: 
+l
No Effect 
a -1
Very Neptive 
-z
Ct,dst1ons 5,i,,and 7 ask you to race and rar.k behaviors and char:i.cteristics. 
Rat in3s 
Ratings should be on a. 0-4 basis with 4 being the highest iap)rtance or use. The same 
rating can be given to aany categories if you wish. 
Rankings 
Olis indicates cr1orities. Use l for the c3tegorr that has the hi;;hest �rtance or use, 
ind designate succeeding nuirbers for the sucs�quent �rior1cies. CO� assign the sazm 
1uti::>er to a.nv t\\O C3tegortes. 
,. Please rate and r:inic the fol lowing according to its irqx>rtance in positively 
niluancing your instructional program 
Rating F.anlc.ing 
A principal' s: I 
Knowledge I 
O;zq;,etencies/Skills 
Personal Characterise ics 
:a:m,nts: 
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o. For each statement below, 
CCUMil 1- please rate (0-4; 4=highest rating) the degree it describes your 
principal. 
CCUMil z--?!ease rate (0-4; 4=hi~hest rating) the degree you consider it ~rtant 
in positively inf!uencing your instructional practices regardless of 
\Ii-lecher or not it describes vour orincioa!. crLU,tl l k:I:uw z 
Is knowled~eable about the major curriculim areas and demonstrates an 
understandin~ of the structure of curricula 
I Encourages parents and citizens to actively participate in school events 
and activities 
I Presents evaluations to teachers in a fair and considerate mumer 
Descr1be:J Influences 
Your You 
Principa Instructional !y, 
Creates an atl?Dsonere •~here there is an on-going concem for i~roving 
I instructiona! effectiveness •. 
Prcnx,tes and supports order and discipline in the school 
i Participates in gracuate course offerings, 1nserv1ce training and 
conferences aiired at his/her professiona! growth and develoµnent 
i C..~lies with district evaluation procedures 
~akes rmteria!s, equiµnent, and supplies readily accessible 
Conducts reguiar sessions W1 th teachers to discuss and review performance 
Kee;:>s ?3.rents anci t:he comrun1ty inforn-ed about progress, purposes, and the 
nature of the schoo!'s m1s5ion 
Effect1ve!y art:cu~ates the instruct1ona! goals of the school to staff and 
students g1v1ng a sense of purpose to al! school activities. 
Dem:instrates a ,:nowiedge of the current research on effective instructionali 
rrr:thods j 
Effectively interprets the instructional pr~ram to the school ccmrunity 
and provides opportunities for parents to support these goals and 
objectives 
Encourages and helps teachers to set goals for growth and i~rovement, and 
deve!op professionally 
Visits c!assroans regularly to supervise the teaching process 
Sees that physica! faci!ities are kept clean and attractive 
Contributes to bui!ding/district ccmruttees, staif :reetings, and inservices, 
?rov1Ces he!;:>fu! f~ecibacK/suggest1ons after visiting classrocms 
!)em:)nstrates ;:osi!1ve staff relationships 
~--nmmicates cr:ter:3 l.!Sed in eva!uation ?rOCeoure in a c!ear manner 
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uses tne evaluative rating 1n tne eva,uation plan in a fair consistent 
rmnner 
Regularly evaluates the school's instructional program including analyzing 
schoo!-.ride test data to identify instructional strengths and -aknesses 
and comrun1cates trends effectively to teachers 
Dem:>nstrates the ability to i~rove the instn.ic:tional program of a building! 
I 
',lbrks procluc ti ve I y wt th the PTA to provide appropriate leadership and 
I support 
Establishes, facilitates and rronitors an orderly set of building procedures I 
and schedules that resu! ts in a srroothly operating school 
Is ethical, professional and discreet with student, staff and parental 
11B t ters 
Keeps faculty informed of upcoming events or pertinent infonmtion 
Presents tirrely and effective inservice to staff 
Presents a positive scnool irrage to the comrunity through effective public 
relations with the appropriate news rredia 
Comnents: 
7, For each category below, please c~lete the following: 
I. CDLU,N I-Rate the fol!owing according to your perceptions of its iITTX>rtance as a 
,...,v your principal can positively influence your instructional practice. (~se 0-4 scale: 
,=hi5hest rating; the same rating can be given to rrany categories if you wish) 
2. COil1iN Z-Rank the fol!ow1ng according to your perce~tions of its irr;x,rtance as a 
\1,.ay your pr1nc1µaTc'an posit ive!y inf !uence your instructional practices v.hether or not 
he/she uses the :retnoa. (Use l for 1:he cateo;orv that has the hi';hest irroortance or use. 
and designate succeeciin~ nmr::,ers for 1:he suCsequent priorities. 00 ;ill assign the san:e 
nurrrier to any !'J.O categories.; 
3. CDU.MII 3-..J.,lark NU (not used) if a rr.ethocl is 
Distributes or :rakes a teacher a..are of useful 
eaucational resean:n or practical articles 
not used bv vour orincipal. I Cll..lM-l I\CXlU.MI Z!CXlU.MI 3 
I Rating !Ranking 1-~ot Used 
, I 
----------,----+------:------; 
Presents useful instructional ideas at faculty I 
or grade !eve! meetings ! 
Gives useful feedback after scheduled or 
· unscheduled observations 
Dem:>nstrates effective teaching practices 
throu~ aermnstrat1on teacning 
Other (P!ease ~pec1fy) 
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8. ?!ease indicate the following infomation about each of these categories of activities.
Your oercept ion of I ts iaix,rtance 
a. a:J:.U,fi 1-Rate (0-4: 4=hi5hest_ rating) each category of activities according to
your feelings about its irrp>rtance in the role of the principal. 
b. a::u.Mi Z-Rank order ( l=highest J each category according to your feelings about 
- its irrporta.nce in the role of the principal. Do not assign the same nuii:ler to any �
categories.
Your i:>erceotion of your principal's view of its i,mortance
c. a:i.u.tl' 3-Rate (0-4; 4=hi5hest ratin3} each category according to the
irrportance you perceive your principai attaches to each category.
d. COLU.N 4-Rank order (l=highest) each category 
perceive your principal attaches to each category. 
according to the i!rl)Ortance you 
- Do not assign the same ntni:ler to any two categories.
COLI.M'lS 1 • 2 
I 
CDUM.s 3 • 4 
i Your percept ion Your percept ion of 
·of i,mortance . ur orincioa!'s view 
ting Ranking I Rating I Ranking 
Curriculun and Instructional Leadership I 
jSchool/Canrunity Relations 
[!Personnel Evaluation 
�'supervision and Staff Ceve!opnent 
_!�anagerrent of Schoo! raci!ities 
i Principal's ?roiessional Activities, 
!Responsibilities and Oiaracteristics
.. 
I 
1 
Canrents:
·.mu!d ! ike a copy of the results of this study: 
\tail �o:
?hone nurber: (optional) 
y�s __ no __ _ 
:J'efn Yule 
28 W 660 Indian Knoll Rd: W•at Cnicaro. 111/nois 601s,
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